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W aar dit MY VOORREG IS om professor Theo van Wijk as Rektor van Unisa op te volg, vereenselwig ck my hcelhartig met 'n publikasie wat bedoel is om 'n oorsig oor sy lewe en werk te gee en hulde te bring aan 'n 
persoon wat 'n verbintenis van meer as veertig jaar met hierdie Universiteit gehad 
het.
Ek voldoen graag aan die versoek van die redaksie om 'n kort woord van 
waardering te skryf. En waar dit hier veral gaan om prof. Van Wijk se bydrae tot 
die wordingsgeskiedenis van Unisa en dié van die universiteitswese in die 
algemeen, kan ek nie anders nie as om dit te doen aan die hand van 'n commendatio 
wat voorgelê is ter motivering vir die toekenning van die graad Doctor Educationis 
(honoris causa).
Toe Theo van Wijk in 1972 diens aanvaar het as Rektor en Vise-kanselier het sy 
besondere styl en vergesigte spoedig kenbaar geword. Baie van die probleme 
waarmee sy voorgangers moes worstel, het teen hierdie tyd tot die geskiedenis 
behoort.
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Die Vise-rektor (Replanning), prof. C.F. Crouse, oorhandig 'n geraamde eredoktors- 
graad-sertifikaat aan prof Van Wijk (September 1981).
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Die nuwe era sou 'n verbeeldingryke besinning oor fundamentele vrae wees en 
die uitkoms van hierdie besinning was 'n nuwe samestelling van die 
universiteitsbestuur en die totstandkoming van verskeie advieskomitees.
Under his guidance more and more attention has been given to the formulation 
of clear educational objectives and the improvement of the quality of the 
University's specific type of teaching. On one occasion he expressed his views as 
follows: "I ask no more than that the lecturers will apply to their teaching the 
same dedication and enthusiasm, if possible the same expertise, that they apply to 
their research. We must realize that teaching is an art, with its own principles and 
rules, no less than research, and no less rigorous. If we cannot accept research of 
the hit-and-miss kind, why teaching?”
He decided that in 1974 the focus would be on the University's teaching 
methods, and from that time investigation into and seminars on educational 
concepts and techniques have continually taken place, the emphasis throughout 
being on evolving ever more effective study material, and the needs and problems 
of students working in comparative or total isolation. These activities have led, 
amongst other things, to the founding of regional offices and branch libraries.
Hoewel hy dikwels die feit beklemtoon het dat die Universiteit wesenlik 'n 
unieke instelling is en nie sonder meer met 'n besigheidsinstelling vergelyk kan 
word nie, was hy nogtans oortuig dat 'n groot universiteit soos Unisa deeglik 
kennis moet neern van beproefde besigheidsbeginsels en -tegnieke.
Sy leiding aan dosente was duidelik en ondubbelsinnig: "W ie wetenskap bedryf, 
moet die reels van die wetenskap eerbiedig. Wie die waarheid dien, kan geen 
kompromis met die onwaarheid maak nie. Wie van die akademie 'n beroep wil 
maak, moet daarvan 'n roeping maak. En 'n roeping word deur oorgawe en 
toewyding gekenmerk, nie gemeet aan diensure per dag en dae per week nie.”
Professor van Wijk's contribution to the development of higher education has 
gone beyond the University of South Africa, a fact which was given emphasis by 
his nomination by the Committee of University Principals as a member of the 
Universities' Advisory Council.
In recognition of his contribution to tertiary education the University decided to 
honour him in a very special way by conferring the degree of Doctor of Education
(honoris causa) on him.
Die verbintenis met horn word gelukkig nie summier beëindig nie. Die Raad van 
die Universiteit het prof. Van Wijk aangewys as Kanselier van die Universiteit 
wanneer hy aan die einde van die jaar sy amp as Rektor neerlê. Hoewel hierdie 
nuwe verbintenis meer simbolies van aard sal wees, is dit 'n gepaste en 
welverdiende kroon wat geplaas word op jarelange toewyding en diens.
Theo van Wijk: 'n Kort woord van waardering 107
S ^  a
















<=> S.X ^ 
^  «  
| 2  
oK -2 
£ ^










1978  -  1988
ONDERRIGONTWIKKELING
Opening, Unisa, 14.2.1978
Dit is 'n voorreg, en 'n voorreg wat 'n mens opnuut tot dankbaarheid stem, om die personeel aan die begin van 'n nuwe jaar te verwelkom.
Waar ek my uit die aard van die saak veral tot die akademiese personeel 
sal rig, begin ek graag met 'n woord aan ons administratiewe en vakkundige 
personeel en by name aan nuwelinge. Nuwe administratiewe en vakkundige 
personeel sluil in 'n mindere mate as die akademiese op gesette tye by ons aan. 
Aanstelling word deurlopend gedoen, want noukeurige posbeskrywing skakel die 
moontlikheid van langdurige vakatures uit. Sommige van u wat onlangs by ons 
aangesluit het, is hopelik reeds ingeburger en gelukkig. Ek vertrou dat dié wat 
hulle pas aangemeld het, spoedig hulle voete, en bevrediging in hulle dagtaak sal 
vind.
Ek kan u verseker dat die belangrikheid van die administrasie —  en daarby sluit 
ek diensinstitute en die biblioteekdiens onder andere in —  nie geringskat word nie 
en van die werking daarvan word voortdurend kennis geneem. Die taak van die 
administrasie —  en by die administrasie skakel die Rektor vanweë sy tweeledige 
hoedanigheid ook in — is 'n drieledige: om uitvoering te gee aan die besluite van
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Raad en Senaat, orn 'n unieke onderrigtaak te laat vlot, en om studente te bedien. 
Vir die meeste studente is kennismaking met die administrasie hulle eerste 
kennismaking met die Universiteit, vir sommige ook die enigste. Ek hoop dit is 
soms nie die laaste omdat die eerste kennismaking hulle afgeskrik het nie. Die 
koue houding van amptenare kan 'n student se motivering en geesdrif vir sy studie 
net so maklik demp as die gevoellose optrede van 'n dosent. Die beeld van die 
Universiteit word ook deur sy administratiewe en vakkundige amptenare uitgedra 
en daar moet gevra word dat dit die beeld van 'n vriendelike, hulpvaardige en 
simpatieke Universiteit is.
Ek is bly dat dit skaars nog nodig is om dié beroep te doen. Daar is voldoende 
getuienis van die waardering wat studente het vir die optrede van ons amptenare. 
Nog onlangs het 'n student geskryf:
As has been the case throughout this year, the efficient and helpful service and assistance I 
have received from all the various departments, and particularly the administrative division 
has been very much appreciated, and 1 can only express regret that this efficiency is not 
characteristic of our country as a whole, for if this were the case, its potential would be 
unlimited ...
'n Ander student was meer spesifiek:
1 want to thank you very specially for all the trouble you went to on Wednesday in making the 
special arrangements for my exams. I realise your time is very precious as you have to cater for 
46 000 students. In spite of this you treat each student as a person, and I am quite sure this 
takes patience, understanding and much self-sacrifice on the part of each member on the staff.
Dankbetuigings soos hierdie kan vermenigvuldig word.
Ek wil ons administratiewe en vakkundige personeel graag bedank vir 'n groot 
bydrae tot beeldbouing. En aan ons nuwelinge wil ek sê dat die Universiteit 
normaalweg bereid is om, met die nodige teregwysing, 'n fout te kondoneer, maar 
dat dit vir die Rektor moeiliker is om onhoflikheid of onvriendelikheid oor die 
hoof te sien.
Aan ons akademiese, doserende personeel 'n ewe hartlike woord van welkom. 
En weer veral aan dié wat pas by ons aangesluit het om deel te hê aan 'n 
uitdagende, byna skrikwekkende taak: om onderrig-oor-'n-afstand aan, na 
verwagting, 50 000 verwyderde studente te verskaf —  want dit lyk asof ons 
vanjaar deur die klankgrens gaan breek. Ek weet nie of u besef wat die omvang en 
die implikasies van dié taak is nie. U kom uit baie en uiteenlopende beroepsvelde, 
ten dele uit die tradisionele onderwys, maar seifs dié van u met onderwysopleiding 
en -ervaring sal gou ontdek dat van die tradisionele onderrigmetodes hier weinig 
sprake is, dat afstandsonderrig dimensies het, in die teorie sowel as die praktyk, 
wat ons nog maar onseker en skoorvoetend benader en wat implikasies ten kwade 
sowel as ten goede het wat ons seifs na 30 jaar nog nie ten voile gepeil het nie. 
Miskien het die tyd gekom om die dieplood te laat sak —  of die dieptebom.
Maar later meer hieroor. Ek is bly om ook daagliks te verneem van die 
waardering van studente vir die simpatieke hulp en leiding wat hulle van dosente 
ontvang. Van dosente word ook simpatie en vriendelikheid verwag. Maar dit is nie
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genoeg nie. Hulpvaardigheid moet hier die vorm aanneem van die kundige, 
oorwoë, beredeneerde en prinsipieel gegronde aanbieding van leerstof aan 
studente vanuit die mees uiteenlopende kulturele, etniese, sosiale en opvoed- 
kundige agtergronde.
Ek hoop dat u u met toewyding en toenemende verdieping en insig aan dié taak 
sal wy. En ek vertrou dat u ook gelukkig in hierdie veeleisende maar dankbare 
taak sal wees.
A new year is traditionally the occasion for New Year resolutions. That these are 
seldom kept, does not detract from the pleasure which their making affords.
Making resolutions which will not be kept is a luxury in which a University 
cannot indulge. A new year is more fittingly an occasion for critical self-appraisal, 
to determine whether the ends for which the University was set up have been 
achieved and, if not, to reflect on what can be done to achieve those ends. Ends 
and means are what the reflection will be concentrated on —  and of these I shall 
be speaking presently.
It is not only those charged to direct the affairs of a university who are called 
upon to reflect upon its operation. All members of a university are in duty bound 
to ask themselves whether, and in what way, they are contributing to what a 
university is expected to do.
Including the Principal.
The role of the Principal of a university (or the President as he is, more or less 
appropriately, termed in the United States of America) has, in the Western world, 
changed almost unrecognizably during the past decade or two. The change has 
stemmed from both internal and external pressures, from the militant student 
protests of the sixties and financial depression in higher education that began in 
the early seventies. Both have eroded the power and authority of the Principal: 
student protest, often abetted by staff or faculty, because it led to the demand, in 
many cases acceded to, for participation in policy making, which tended to turn 
Principals into weak figureheads; and financial stringency, by reviving the peren­
nial conflict between economic exigencies and academic values. "Publish or 
perish", the American recipe for survival, has been replaced by "plan or perish". 
Forced to make the most effective use of limited or dwindling resources, university 
presidents have roused the ire of academics who refuse to accept the need for a 
rationalization of course contents and teaching practices, which they regard as 
sacrosanct and of no concern to anybody but themselves.
Most American university presidents seem to have accepted a diminished role 
for themselves and their office. This is reflected in a joke which we are told has 
been making the rounds of American campuses. A group of presidents, it is said, 
have established their own A.A. (Administrators Anonymous), so that a colleague 
who at any time feels compelled to make a difficult decision, can call another 
president to drink with him until the feeling passes away.
Heart-searching has not been confined to American university presidents. Your 
own Principal, too, has been reflecting on his role and function in the University. 
Thinking about these things and reading what others in his position, or predica-
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ment, have been saying, he has been impressed, and heartened, by the concluding 
paragraph of an article called “ Coping with the Role of College or University 
President":
A college or university president has many roles and has been called many things, planner and 
manager, lobbyist and politician, myth maker and myth breaker, leader and follower, 
mediator and negotiator, apologist and advocate, and a host of other names —  some of which 
are unprintable. At one time or another, a president must be all these things, including, on 
occasion, some of the unmentionables. Yet, these functions should be subsidiary to the central 
role as an educational leader. Today, society is increasingly concerned with the quality of life. 
The constant concern of every president must be the quality of life and learning on the 
campus. A president should repeatedly remind all those on campus and in the community that 
a college or university is first and foremost an educational institution devoted to quality and 
excellence in teaching, research, artistic endeavour, and community service. Every office, 
board, committee, group, or individual on campus is there for the sole purpose of contributing 
directly to these goals. A president must seek to create an atmosphere on campus in which the 
faculty, students, staff and administration, despite personal differences and group interests, 
feel a shared excitement in their common pursuit of excellence.
Your Principal has even in the short space since his return from vacation, been 
mediating and negotiating; he has, without being apologetic, tried to defend an 
academic enterprise against external pressures and criticism. He has pointed with 
pride to the excellence of "research, artistic endeavour and community service". 
But he has always known that these are peripheral to the main function of a 
university, and that is its teaching.
Universities are increasingly being called to account. We must not be under any 
illusions as to the universal disillusionment with institutions of higher education. 
Universities are no longer in an unassailable and privileged position. Accountabil­
ity has taken the place of privilege. To put it bluntly: just as no investor will be 
prepared to gamble on a concern which does not show dividends, state and society 
cannot be expected to invest heavily in higher education if institutions of higher 
education do not show returns, and returns not in the shape of research achieve­
ments or participation in public affairs, but in the success of teaching activities. If it 
is easy to defend research and community activities, it is becoming increasingly 
difficult to explain drop-out and failure rates.
And so, reflecting on the role of a university principal, I have realized anew that 
he must be, first and foremost, an educational leader, committed to the further­
ance and the improvement of the teaching activities of a teaching institution.
To be an educational leader does not imply that one must be an educationist; it 
does mean that one must be prepared to learn, as, I am sure, you all, appointed as 
scholars or scientists but called upon to teach, are willing to learn and to apply the 
art and the skills of teaching — and of teaching in a very particular sense, in fact, in 
what was once considered to be an impossible sense. When the University of 
South Africa began to teach its so-called external students at a distance, many 
academic eyebrows were raised. We have proved the need for teaching at a 
distance; we have not yet fully proved its efficacy.
In the years of affluence universities were inclined to equate growth with
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equality. More students meant more money, more facilities, more programmes, 
more activities. "M ore" became a synonym for "better". Even today this illusion 
persists. Universities, and departments, pride themselves on increases in student 
numbers, and conveniently forget to disclose failure rates.
The halcyon days are past. Performance has become the watchword. A factory is 
not judged by its size, but by its output in relation to its size. For universities, too, 
size is no longer synonymous with excellence; and the days are gone forever when 
even the public at large tended to evaluate universities by the magnificence of 
their lay-outs or the size of their enrolments. We shall have to ask whether we 
shall not have to cut down on numbers in order to enhance quality.
I know that there is resistance, if not revulsion, among academics, or academic 
aversion, to the application of management techniques to a university. And 
therefore 1 have learnt that the educational leadership expected of a Principal is 
still-born if he does not have the full participation and concurrence of his academic 
staff.
To some extent a Principal must operate within the confines of a statutory 
structure and in consultation with recognised representative bodies. He should, 
however, be free to solicit the opinions of other groups engaged in the common 
endeavour. He should try to obtain full participation in planning and decision 
making if he is convinced —  as I am —  that unless the talents of all groups and all 
persons are brought to bear on problems, the plans and decisions will neither be 
well made nor fully accepted — may in fact never be made at all.
Full acceptance cannot be expected. Participation will not always produce 
agreement or even consensus. But true participation is perhaps participation in the 
making of unpopular decisions. True participation rests on the willingness of all 
members of an institution "to face hard facts and real situations and on the 
courageous determination to participate in making tough as well as easy 
decisions". Since its inception the University has often been called upon to make 
tough and courageous decisions.
The University has survived and become what it is today because it has never 
lacked courage or creativity. The need for courage and creativity has never been 
higher or more urgent than it is today.
During your Principal's first term of office members of the academic staff, Deans 
and Heads of Departments, were asked to participate in, and at times simply to 
accept, the rationalization and improvement of management and administrative 
systems and procedures. The response has been most gratifying, and on that score 
the University cannot today be faulted.
It can be faulted in respect of its teaching methods and procedures. And so this 
year the call will be for participation in improving the teaching function of the 
University. The call will be made to every individual teacher, to reflect upon the 
aims and the effectiveness of his or her teaching. It will be made upon every Head 
of Department, upon Deans and Faculties. But above all it will be a call for 
collective effort to achieve the objects for which the University has been estab-
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lished: to teach students at a distance, and to teach them as effectively and as 
successfully as possible.
I accept that in the process some ingrained attitudes will have to be questioned if 
not broken down. For one thing, university lecturers seem to be inclined to think 
in terms of what students should know, less in terms of how students can be 
taught to know what they are expected to know. For another, there seems to be 
among lecturers some inbred resistance to peer evaluation in respect of their 
teaching. I am, by the way, still rather doubtful about the validity of student 
evalution, but it does seem strange that peer evaluation is still suspect. It has been 
said that the true hallmark of professionals lies in the willingness to have their 
work evaluated by colleagues. Academics have no objection to fellow-scholars 
scrutinizing their research work, but, having made teaching their profession, they 
have a strange aversion to fellow-teachers looking at their teaching proficiency.
To make our teaching effective, we shall have to rid ourselves of the habit of 
using ihe conventional classroom as the model, or the criterion, for evaluating 
distance teaching. That the conventional classroom is still regarded as the norm 
probably derives from the belief, or the assumption, supported by centuries of 
pedagogical theory, that physical contiguity is the essence, if not the sine qua non, 
of any and every teaching-learning situation.
We shall achieve nothing if we do not break ourselves of this habit, if we do not 
develop and apply a theory of distance teaching and a model for teaching at a 
distance or, perhaps more appropriately, for learning at a distance.
For the object of all teaching is to facilitate learning.
Ek hoop dit is duidelik waarop ek afgestuur het: die aankondiging van 'n 
Onderrigontwikkelingsjaar. Ek wil dit nie, soos enkele jare gelede, 'n onderrigjaar 
noem nie, want by enige en elke universiteit is elke jaar 'n onderrigjaar. Die 
reaksie op die afgekondigde onderrigjaar was egter bemoedigend. Dit het 
aanleiding gegee tot gisting, tot bevraagtekening, seifs tot onvergenoegdheid wat 
in baie studiedepartemente uitgeloop het op vernuwing en op interessante, by tye 
opwindende proefnemings waarvan met waardering kennis geneem is. Die 
Onderrigkomitee het indringend aandag gegee aan veral tegniese aspekte van ons 
onderrig. Die Buro vir Universiteitsnavorsing het, deels onder leiding van die 
Rektoraat, deurlopend belangrike ondersoeke geloods na aspekte van ons 
onderrig. Die Buro was ook verskeie departemente behulpsaam in eie navorsing. 
Biblioteekdienste, Onderrigtegnologie, Rekenaarstelsels en ander het met 
insiggewende gegewens en aanbevelings na vore gekom. Studente het die 
afstandsonderrigproblematiek vir verhandelinge ondersoek. Maar intussen het die 
Akademiese Beplanningskomitee 'n ontydige dood gesterf en het baie inisiatiewe 
in die sand verloop, of tussen 'n verskeidenheid van komitees rondgeskipper.
Wat het oorgebly? Dikwels 'n gefrustreerde of verflouende geesdrif en 'n 
terugsakking in bekende, aanvaarde maar onbeproefde onderrigmetodes. En 
moontlik 'n teleurstelling wat aan wantroue grens in die “ educational leadership" 
waarop gehoop is.
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Sommige van ons het miskien in die geestestoestand verval wat beskryf is deur 
the ontwerper van 'n nuwe model vir voltydse onderrig:
You begin with discontent. You have shuffled your pack of cards so many times that every 
hand is familiar. You have replaced lectures with demonstrations, demonstrations with 
discussions, discussions with laboratory sessions, laboratory sessions with demonstrations, and 
demonstrations with lectures. You have added and subtracted, combined recordings, and 
closed-circuit television; you have changed your textbook every year or used something in its 
stead. You have even tried teaching machines. You have worked with all types and all 
frequencies of examinations. You have done just about everything but nothing seems to be 
much better than it was before, at least not for long, and you're about ready to throw in the 
sponge. You dream of becoming an Associate Dean, or wish you had nothing to do but 
research.
Die Rektoraat hoop om vertroue in sy leiding te herstel, om nuwe strukture daar 
te stel, om 'n daadwerklike poging aan te voor om die onderrig aan verwyderde 
studente so doeltreffend moontlik te maak. En daarvoor word 'n beroep op alle 
deelhebbers om samewerking en deelname gedoen. En die deelhebbers is nie tot 
dekane of departementshoofde beperk nie; ook die deeltydse nasiener van 
werkopdragte moet betrek word.
Dat dit die Rektoraat erns is, blyk uit 'n onlangse vraeboog wat beoog om 
sieninge in.verband met 'n onderrigmodel in te win, en waarop die reaksie 
bemoedigend is. Dit is egter maar die baie dun punt van 'n wig wat in die geykte, 
soms verstarde, onderrigmetodiek ingeslaan sal word. Die onderrigmetode wat, 
met enkele en aantreklike maar nie altyd verantwoorde aanvullings, die afgelope 
30 jaar in swang was, sal bevraagteken word; die gewaande akademiese vryheid 
ten opsigte van onderrig sal moontlik aangetas word; daar sal gestreef word na 'n 
nuwe en vernuwende model met die nodige soepelheid vir vakrigtings of 
-metodologieë waar dit prinsipieel verantwoord kan word.
Dit is hiervoor dat met vrymoedigheid 'n beroep op samewerking maar ook op 
inisiatief gedoen word. Ek weet dat die beeld en die aansien van die Universiteit 
ons almal na aan die hart lê. 'n Prinsipieel deurdagte en konsekwent deurgevoerde 
onderrigmetode kan die Universiteit van Suid-Afrika slegs ten goede strek.
Die Universiteit van Suid-Afrika sal nie die enigste universiteit wees wat aan sy 
onderrigtaak aandag gee nie. Aan feitlik alle residensiële universiteite het institute 
of afdelings of leerstoele vir tersiêre didaktiek of, meer spesifiek, vir 
universiteitsonderrig ontstaan en word opleidingskursusse vir dosente aangebied. 
Van hulle kan die Universiteit van Suid-Afrika nie veel leer nie. Sy metode van 
onderrig moet net so eiesoortig soos sy aard wees. En hy beskik oor die kundigheid 
en die vindingrykheid om 'n onderrigmetode te ontwerp wat sy aard en sy taak sal 
pas. Die wetenskaplike gehalte van wat ons aanbied word vandag nie meer in 
twyfel getrek nie, die bevatlikheid daarvan vir ons studente —  en spesifiek vir ons 
studente —  moet ons self bevraagteken. Om die hand in eie boesem te steek is 
soms 'n pynlike ervaring, veral as daar 'n dolk in die hand is, maar dit kan ook 'n 
sanerende uitwerking hê.
Wat ons wil onderneem is só omvattend en mag só ingrypend wees dat dit nie in 
'n jaar of seifs 'n paar jaar afgehandel sal kan word nie. Trouens,
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onderrigontwikkeling, enige ontwikkeling, kan nooit afgesluit word nie. Dit moet 
'n kontinue proses wees, soos dit gestel is, "  'n voortdurende proses van 
verandering wat doelbewus geïmplementeer word met die oog op die bereiking 
van bepaalde doelwitte".
Die vraag het ontstaan hoe ons te werk moet gaan. Moet ons ons eers net weer 
op die hoogte stel van wat gedoen word: statistieke saamstel, inligting inwin, 
besprekings voer, gedagtes wissel, standpunte versamel, en dan op grond daarvan 
leemtes aanvul of seifs 'n nuwe stelsel ontwerp? Of moet ons probeer om 'n 
teoreties gefundeerde model op grond van aanvaarde leerkundige en sielkundige 
teorieë daar te stel en toe te pas? Die een kan myns insiens gedoen word sonder 
om die ander na te laat, en die twee benaderings is aanvullend. Terwyl alle 
moontlike gegewens versamel word, kan met die modelbou voortgegaan word, 
kan dit seifs proefondervindelik geïmplementeer word om sodoende 'n verdere 
gegewe tot ons versameling gegewenhede by te voeg, maar 'n gegewe wat reeds 
die kiem van vernuwing mag bevat.
U sal besef dat om te volstaan met 'n grondige, seifs kritiese, ondersoek na ons 
huidige onderrigstelsel sou beteken dat die elcmente daarvan nog slegs die 
bestaande as verwysingsraamwerk sal en kan hê. Die doel en gebruik van 
studiebriewe byvoorbeeld kan anders wees indien hulle elemente in 'n ander soort 
stelsel word. Werkopdragte mag 'n ander betekenis of strekking kry. Selfs 
eksaminering 'n ander doel. Daarom kan modelbou nie agterwee bly nie.
Maar ons sal wel ook duidelikheid moet verkry oor wat ons besig is om te doen.
Ons sal dus en vanselfprekend begin met doelwitte, en allereers met die 
doelwitte van die inrigting. Ons sal moet besin oor die wese van die moderne 
universiteit en die doel van sy onderrig, byvoorbeeld hoe abstrak of hoe konkreet, 
bruikbaar of uiteindelik beroepsgerig dit moet wees; alle kennis is per slot van 
rekening bruikbaar maar sonder om noodwendig beroepsgerig te wees.
Die wese van 'n universiteit bepaal die doel van sy onderrig, om byvoorbeeld 
kennis oor te dra, begrip te kweek of taakvaardighede aan te kweek, en so meer. 
Op sy beurt bepaal die doel van die onderrig die aard daarvan; vanselfsprekend sal 
kennis en begrip van 'n gedig anders gekweek word as die vermoë om 
ingewikkelde boekhoustelsels te versorg. Tog sal gevra moet word of die 
onderrigmetodes wesenlik hoef te verskil.
Oor die wese van 'n universiteit kan nie in vacuo besin en besluit word nie. Dit 
word in groot mate vandag bepaal deur die behoeftes van die studente en die eise 
van die gemeenskap. Vandaar die verskil wat bv. oorsee toenemend tussen 
sogenaamd suiwer akademiese en tegnologiese universileite gemaak word.
En hier tree die eiesoortige aard van die Universiteit van Suid-Afrika sterk na 
vore en die uiteenlopende behoeftes van sy studente, uit alle bevolkingsgroepe en 
alle lae van die bevolking, behoeftes wat strek van geestelike verryking tot 
indiensopleiding.
Daarom sal ons taak vanjaar tweeledig maar wedersyds aanvullend wees.
Ons sal eerstens na ons onderrigmetode moet kyk, na die wyse waarop ons 
onderrig oor 'n afstand aan verwyderde studente verskaf, afgesien van wie hulle is
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of waarvoor of waarom hulle studeer. Of moet ons vra hoe ons onderrig oor 'n 
afstand aan 'n verwyderde student verskaf?
Die belangrikste maar ook bemoedigendste rede waarom 'n onderrig- 
ontwikkelingsjaar nodig geword het is die toenemende onvergenoegdheid, selfs 
onbehae, wat die afgelope tyd onder dosente te bespeur is met wat hulle doen en 
wat daardeur bereik word. "You begin with discontent." Dit het uitgeloop op bv. 
die aanwending van ander media as die geskrewe woord, op wysigings in die 
aanbieding van die geskrewe woord, op werkboeke en studieboeke, op 
meervoudige keusevrae, en op veel meer soos bv. die sinvoller aanwending van 
buite-nasienhulp, maar ook op departementele navorsingsprojekte en op 
individuele besinning oor die onderrigproblematiek soos blyk uit artikels in ITER 
of departementele publikasies en uit voorleggings aan die Rektoraat of aan 
komitees—  en waarby ek aansluit in die enkele gedagtes wat ek hier voorlê. Op 
hulle beurt sluit die bespiegelings aan, en toon ooreenkoms met, wat moontlik die 
interessantste en gewildste innovasie is wat die afgelope dekade in die hoër 
onderwys oorsee voorgestel en ten dele in werking gestel is, te wete die 
sogenaamde PSI of Personalized System of Instruction, wat of spontaan ontstaan 
het of in aangepaste navolging van die sogenaamde Keller Plan. In die 
onderrigvernuwing, wat departemente by ons onderneem het, is daar elemente 
van dié model, maar in afsondering en nie as onderdele van 'n prinsipieel 
gefundeerde en gestruktureerde geheel nie. En volgens 'n persberig het 'n lid van 
die Komitee van Universiteitshoofde na aanleiding van die aandag wat die 
Komitee vanjaar aan die onderrigprobleem sal gee, betoog dat veral stelsels wat in 
die buiteland ontwikkel is om geïndividualiseerde onderwys moontlik te maak, 
ondersoek of beproef moet word.
Aan die interuniversitêre gesprek wat in die vooruitsig gestel word, sal die 
Universiteit van Suid-Afrika deelneem, maar hy sal ook sy eie, interne gesprek aan 
die gang moet sit. Want die eerste vraag wat in eie kring gestel sal moet word is of 
'n "Personalized System", of geindividualiseerde onderwys, werklik van 
toepassing gemaak kan word, seifs oorweeg kan word, vir 50 000 fisies 
verwyderde studente.
Dié vraag sou 'n paslike uitgangspunt vir departementele besprekings wees. Dit 
is, interessant genoeg, onlangs by 'n komitee van die Onderrigkomitee te berde 
gebring. Is ons, is gevra, besig met massa-onderrig of met persoonlike onderrig? 
Daar is volstaan met die gevoel dat ons besig is met onderrig aan 'n massa studente 
wat die individuele student moet en kan bereik en betrek. Daar sal verder besin 
moet word hoe dit gedoen kan word.
Die tweede en miskien nog belangriker vraag is of ons onderrig verskaf en of ons 
studente tot selfstudie moet prikkel of motiveer. Ons studente is uit die aard 
selfstandige studente, daarop aangewese om alleen en op hulle eie te studeer. Dit 
skyn vanselfsprekend dat die dosent die vermoë tot selfstudie by die student moet 
kweek. Maar dit stel hoë eise aan die dosering. Dit is nie genoeg om 'n netjiese, 
wetenskaplik onberispelike uiteensetting van 'n tema of 'n probleem te verstrek 
nie. Dit mag vakkoilega's bevredig, maar is dit pedagogies verantwoord om
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oningewyde studente daaraan bloot tc stel? Die betoog moet onderbreek word 
deur vrae te stel, begrip te toets, selftoetsing moontlik te maak.
Hierdie is baie eenvoudige voorbcelde van wat gedoen kan word om wat soms 
studievaardigheid genoem word aan te kweek. Om dit te bereik is nie so 
eenvoudig nie.
Tereg word beweer dat enige leermeester-leerling verhouding, dit wil sê die 
onderrigsituasie, deur onderriggesprek eerder as 'n onderrigmonoloog gekenmerk 
moet word. In ons situasie is kommentaar op werkopdragíe, enkele en selfs baie 
briewe en telefoonoproepe, sporadiese of seifs gereelde besprekingsklasse nie 'n 
voldoende oplossing nie. Hierdie is moontlik 'n derde besprekingspunt, maar vir 
my lyk dit eerder na 'n onontwykbare gegewe: dat die studiegids die primêre 
onderrigmedium bly, en dit moet die onderriggesprek aan die gang sit, volhou en 
enduit voer. Ander hulpmiddele en alternatiewe media kan seer seker met vrug 
aangewend word, maar moet altyd as aanvullend en nie as plaasvervangend nie 
gesien word. Trouens, dit is gestel dat in ons geval die wisselwerking tussen dosent 
en student vervang word deur die wisselwerking tussen studiegids en student.
Vanuit 'n standpunt oor grondliggende aspekte soos hierdie kan oorgegaan 
word tot die implementering daarvan in 'n onderrigmodel, of, as model vir ons te 
strak klink, onderrigmetode.
Moet elke departement, of desnoods elke dosent, 'n eie model of metode 
ontwerp? Ek het reeds aanvaar dat verskille tussen die aard van dissiplines en die 
doel van die onderrig ook in die onderrigmetodiek beslag mag vind. Ek het ook 
gevra hoe belangrik of hoe deurslaggewend dié verskille is. Afgesien van die 
waarde van kruisbevrugting wil ek verder betwyfel of enige doseerdepartement 
oor die veelsydige kundigheid beskik om 'n onderrigstelsel te ontwerp wat 
volledig in seifs sy eie behoeftes sal voorsien. Daarom word 'n spanpoging, 'n 
Universiteitspoging in die vooruitsig gestel. Die Open University het van die 
staanspoor van die veronderstelling uitgegaan dat onderrig nie 'n departementele 
aangeleentheid is nie. In die woorde van sy Vise-kanselier:
I firmly believe that departments are necessary units in a university. The department is the 
spiritual home of the members of a discipline; the head of department is the focal point of 
research in that discipline ... (The department can also be the administrative unit) ... But the 
department, efficient as it is as a base for university research, is not a good base for university 
teaching ... From the very beginning the Planning Committee was anxious to ensure that 
responsibility for the nature, the content and the teaching of each course offered by the 
University should be vested in the University as a whole. It should not be left to the whim of 
the individual department or the individual member of staff... I had long believed that 
departmental control of teaching is a root cause of much that is wrong with educational 
programmes in conventional universities. It permits individual academics to produce courses 
designed primarily for the scholars of the future and militates against the provision of courses 
more suited to those whose careers lie outside the pursuit of the discipline concerned.
Dit is bekend hoe die leerstof vir elke kursus deur 'n sogenaamde “ Course Team", 
waarvan die verantwoordelike dosent 'n lid is, ontwerp en opgestel word 
ooreenkomstig riglyne wat deur die akademiese liggame neergelê is. Het ons in die 
verband 'n agterstand om in te haal?
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Die tyd ontbreek om bv. op die PSI-stelsels in te gaan. Literatuur daaroor 
ontbreek egter nie en geleenthede om dit te bespreek sal hopelik geskep kan word. 
Die behavioristiese inslag daarvan mag dit vir sommige verdag maak, maar die 
logistiek daarvan bevat elemente en berus op begrippe wat met vrug en met die 
oog op toepassing ondersoek kan word. Daar is bv. die poging tot stapsgewyse 
bemeestering van die leerstof, en die moontlikheid dat die individuele student, na 
gelang van omstandighede en intellektuele vermoë self die pas of voortgang van sy 
studie kan bepaal.
Ek wil dus volstaan met die vooruitsig dat die nodige meganismes daargestel sal 
word om onderrigbeplanning en -ontwikkcling te onderneem en dat op die 
samewerking van alle personeellede beroep gedoen sal word.
In 'n onlangse artikel "Strategy for Training the Trainers" het James Porter 
geskryf:
Higher education must be the only multi-million pound industry where the workers have no 
specific training for their central task ... Some take the view that the university or college 
largely exists to enable the staff to get on with their own research and, in return, they accept 
that they have to teach at least a few courses. Of course, they do prefer to be teaching about 
their own research, which they may often do in a way which fails to connect with the students' 
more primitive knowledge of the general field in which they are engaged. Their approach to 
teaching other aspects of their discipline may often be less than enthusiastic ... Teaching 
techniques, interrelationship between theory and application, encouragement of independent 
learning, use of resources, even the basic skills in using various teaching aids are regarded as 
peripheral to their major interest in pursuing their own individual interests and scholarship. 
There are, of course, many other higher education teachers who have a deep interest in 
teaching students, but even for them there may be a failure to identify the major objectives, 
and relatively few training opportunities exist ...
Without an acceptance of the need to be effective and accountable, as well as openly self- 
critical, teachers in higher education may well find themselves at the receiving end of a much 
sharper debate than the one which is currently blowing through the schools. If the inevitable 
critique of higher education in the 1980's is to be met by a sustained and informed defence, 
time is already short for the groundwork of that defence to be established.
Porter bepleit dan induksieprogramme vir nuwe personeel, wat nou by ons 'n 
aanvang neem, wys op "the direct responsibility of the head of department or 
faculty chairman to see not only that there is appropriate induction but that good 
opportunities exist for staff development", onder andere in die erkenning van 
doseerbekwaamheid en die voorsiening van navorsingsgeleenthede; maar ook op 
die behoefte aan 'n eenheid, afdeling, buro of instituut "which is particularly 
concerned with an ongoing evaluation of teaching and learning".
Ons sal die strukture daarstel, maar dié kan slegs doeltreffend funksioneer 
indien die voile samewerking van die doserende personeel verkry en behou word. 
En, wil ek herhaal, indien ons aanvaar dat ons in die onderwysberoep staan en ons 
beroepsbeoefening 'n saak van erns en van eer word.
Dit val terloops op hoe ons Honneursstudente toenemend met navorsings- 
metodes bekend gemaak word, in geval hulle eendag navorsing wil doen. Geen 
dosent sal horn aan navorsing waag as hy nie met navorsingsbeginsels en - 
tegnieke vertroud is nie. En daarom moet dit ons hinder dat sommige van ons
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hullc skynbaar verstout om onderrig te gee sonder dat hulle hulle vergewis het 
van die didaktiese beginsels wat die leerproses op enige vlak ten grondslag lê. Dit is 
ironies, maar vir my tog strydig met die wetenskaplike gewete, dat navorsing as 'n 
professionele aangeleentheid beskou word, onderrig skynbaar as iets wat aan die, 
weliswaar welmenende, amateur oorgelaat kan word. Is die onderliggende 
gedagte dalk dat navorsingsresultate deur mede-wetenskaplikes beoordeel word, 
maar dat die student (as hy dan wil leer) self moet toesien dat hy wat aan horn 
aangebied word, en hoe dit ook al aangebied word, baas raak? Kan ons dan kla as 
studente die leerstof sonder begrip woordeliks probeer weergee?
Maar kan ons sommige van ons bestaande onderriggewoontes nog regverdig in 
'n tyd wat roep om verhoogde produktiwiteit, wat slegs op verhoogde kundigheid 
kan berus? Die subsidies aan universiteite bevat 'n ruim salariskomponent, in ons 
geval om 'n intensivering van ons onderrig moontlik te maak. Maar intensivering 
van die onderrig beteken nie eenvoudig om meer dosente aan te stel of om allerlei 
hulpmiddels —  hoe nuttig ook al —  aan te wend nie. Dit beteken om ons primêre 
medium van onderrig, die gedrukte studiegids, na die beste van ons vermoë uit te 
bou en te slyp tot 'n doeltreffende doseer- en dus leerinstrument. Ons is nie almal 
opvoedkundiges nie, maar ons moet bereid wees om leiding te aanvaar maar ook 
om by te dra tot die onwikkeling van 'n onderrigmodel wat op erkende en bewese 
opvoedkundige of leerbeginsels gebaseer is.
Ek het gesê dat ons taak 'n tweeledige is.
Wat eerstens nodig is, is 'n kritiese ontleding en evaluering van ons huidige 
onderrigmetode, met die oog op 'n moontlike verbetering, seifs algehele her- 
vorming daarvan. Daarby sal ons van die aanname uitgaan dat ons onderrig 
studentgerig moet wees, die student tot selfstudie moet lei. Maar juis dáárom moet 
dit gepaard gaan met 'n ondersoek na ons studentebevolking. Ons moet weet hoe 
'n student leer, hoe óns studente leer, hoe ons hulle moet leer om te leer. Maar ons 
moet ook weet wat en wie ons studente is, ons moet hulle omstandighede ken, 
hulle behoeftes en hulle vermoëns. Onderrig kan nooit los gemaak word van die 
studente op wie die onderrig gerig is nie, van die voorstudie of voorkennis, van die 
intellektuele peil of die intellektuele vermoë, van die sosio-ekonomiese maar ook 
kultuuragtergrond van die student nie. Dit is 'n aksioom in die kom- 
munikasieteorie dat die boodskap deur die bestemming daarvan bepaal word, net 
soos 'n bemarkingstrategie die aard en die behoeftes van die verbruiker in ag moet 
neem.
Hierin lê een van die grootste uitdagings waarvoor die Universiteit te staan 
gekom het en wat hy nog nooit werklik onder die oë gesien het nie. Anders as die 
ander universiteite wat 'n redelik homogene studentekorps van skoolverlaters 
met min of meer dieselfde sosiale en opvoedkundige agtergrond bedien, moet ons 
voorsiening maak vir die hele wye spektrum van ouderdoms-, etniese, kulturele, 
taal-, sosiale en opvoedkundige verskille.
Ek het al by geleentheid gevra of die eerste kursus in Ekonomie op dieselfde 
wyse aan 'n maatskappy-direkteur in Houghton en 'n skoolverlater in Soweto 
aangebied kan word. En, indien wel, met dieselfde uitslag?
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Het ons al ooit probeer om dié verskillc in ons onderrig in aanmerking te neem, 
en daarvoor voorsiening te maak? Al moet die leerstof dieselfde en standaarde 
onaangetas bly, moet nie op verskillende maniere opgetree word om die 
skoolverlater uit Soweto en die maatskappy-direkteur in Houghton in staat te stel 
om die leerstof te bemeester en aan die standaarde te voldoen nie? Moet ons dink 
in die rigting om 'n bepaalde dosent bv. toe te wys om sy of haar aandag uitsluitlik 
en ten voile aan 'n bepaalde groep of kategorie studente te wy? Moet ons met 
ander woorde in die rigting van gedifferensieerde onderrig beweeg? Of moet ons 
na 'n onderrigmodel soek wat die verskille kan akkommodeer? Op wie is ons 
onderrig op die oomblik gerig?
Ons sal ons studente moet leer ken, nie alleen hulle ouderdoms-, etniese, sosiale 
en ander verskille nie, maar ook die graad van potensiaal vir universiteitstudie, 
waarby ons onderrigmetodiek aangepas moet word. Weet ons watter persentasie 
van ons studente voile matrikulasievrystelling het (en hoeveel in die eerste of die 
tweede klas), hoeveel voorwaardelike vrystelling en hoeveel die sogenaamde 
"oupa"-vrystelling op grond van ouderdom? Graadpotensiaal is 'n relatiewe 
begrip, maar hoedanig word hierdie verskille in graadverwerwing weerspieël?
Maar meer nog: ons sal meer te wete moet kom van ons druipelinge en van ons 
uitsakkers. Is ons bewus van die hoë persentasie eerste inskrywings wat laaste 
inskrywings is? Daar sal baie redes hiervoor wees, maar dié moet nagevors word. 
Watter persentasie van ons studente verkry eksamentoelating, en watter 
persentasie van dié meld hulle vir die eksamen aan? Die druipsyfer is nie 
ongunstig nie, die uitsakkingsprobleem dwing tot indringende navorsing.
U sal kennis dra van 'n ondersoek wat die Komitee van Universiteitshoofde na 
die druiping of uitsakking onder eerstejaars aan residensiële universiteite 
onderneem en wat redelik wye publisiteit geniet. Dié ondersoek het interessante, 
deels opspraakwekkende bevindinge gelewer. Unisa is vanweë sy andersoortig- 
heid nie by hierdie ondersoek betrek nie, maar van horn sal verwag word om 
soortgelyke inligting te verskaf, en hy sal nie in die anonimiteit van 'n residensiële 
universiteit kan deel, of daaragter kan skuil nie.
Hierin lê die tweede groot uitdaging vir hierdie jaar: om die uitsakkingsindroom 
te deurvors. Op my tafel lê 'n werkstuk waarin die aanvoorwerk gedoen is, en met 
ietwat ontstellende bevindinge. Dit skyn asof 'n beperking op kursusinskrywing 
weer oorweeg sal moet word, maar daarby die geleidelike uitskakeling van nie- 
graadpotensiaal.
Hiermee sluit ek af. Ek wou maar net die uitdaging stel en die uitnodiging rig. 
Miskien kan 'n rektor nie meer doen, wil hy nie meer doen as om uitdagings te stel 
nie.
A Canadian University President, we are told, said on occasion (I translate into 
more familiar nomenclature):
A lecturer is a person who can take a point and turn it into a lecture. A senior lecturer is a 
person who can take a point and turn it into a course. A professor is a person who can take a 
point and turn it into a career. A dean is a person who has forgotten the point. And a principal 
is a person who no longer believes there ever was one.
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Then I am an exception. 1 shall continue to believe that I have a point, and I have 
tried to put one this morning. And I believe that a Principal must be not only an 
educational leader but also an idealist.
As die eerste Rektor van hierdie universiteit die behoefte en die geldigheid van 
afstandsonderrig in akademiese en owerheidskringe verdedig en gevestig het, en 
as die tweede die gedagte na buite uitgedra en erkenning daarvoor verwerf het, 
hoop die derde dat hy kan meewerk aan die vernuwing van die onderrig ten 
behoewe van die Universiteit maar veral ten behoewe van sy studente.
The primary function of a Principal is not to create but to stimulate creativity.





Graduation Ceremony, East London, 23.5.1979
I would like TO speak briefly in defence of the university. If I do so mainly in English, it is not because English is my mother tongue, but because it may be more readily understood by most of those present here this afternoon.
I thought at first of calling this address DISSECTING THE UNIVERSITY, for that 
seems to have become a favourite pastime, if not a serious occupation, in many 
circles, some less knowledgeable than others. The spotlights are today focussed on 
the university scene — which is to be welcomed if it reflects an awareness of the 
importance of universities in education and national life, not if it should lead to 
stifling bureaucratic control or constraints on academic freedom. It is the freedom 
of the university to decide on the content and the aim of its teaching and its 
learning.
I repeat that I doubt if universities have ever been exposed to so much, and in 
the main critical, scrutiny as they are today. The reasons are not far to seek, but to 
find them we have to look into the history of their recent past.
Universities world-wide have for the past 25 years and more been in a state of 
flux in the sense of being subject to or of being voluntarily engaged in a
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continuous process of change. Political, social and economic developments are 
posing challenges to the universities which they must try to meet by adapting to 
change while remaining true to their traditional role or ethos, which they cannot 
surrender without at the same time sacrificing their rightful place at the apex of an 
expanding —  of, in fact, a comprehensive-system of tertiary education.
During a visit overseas last year, I found that the concept of higher education is 
being merged in, if not overlain, even supplanted by, the concept of post­
secondary, even post-compulsory education. In the wide spectrum of post- 
compulsory education universities have a place, but it is still ill-defined; and their 
traditional role may be in jeopardy if they do not insist on continuing to be the 
bastions of scholarship and of scholarly endeavour. But they will also have to 
assess and to define their teaching function anew. By making it too exclusive, they 
may be left on the periphery of the teaching enterprise; but by trying to make it 
too all-inclusive, they will have to share their position with institutions of lesser 
ilk, a position to which the latter are already aspiring.
This has been only one of the developments in the educational scene. In more 
general terms, two stages in university development abroad since the Second 
World War can be distinguished.
The first involved quantitative expansion on an unprecedented scale, at first 
within the traditonal framework. For various reasons, among them greater 
diversity and flexibility in the academic stream providing access to higher educa­
tion, but also the insistence on equality of opportunity, more school leavers 
qualified for university places. Government response was to establish new univer­
sities without altering the structure of higher education or the traditional relation­
ship between the university and other institutions of tertiary and further educa­
tion. Courses of study and modes of teaching remained by and large those which 
had traditionally prepared an elite for service to government and society or for the 
so-called higher or reserved professions. Less gifted students who could not cope, 
left of their own accord, without the university authorities or teachers being 
unduly perturbed. In France some 40% of university entrants left without 
obtaining some form of certification.
But, then, there was little to perturb the universities. In a buoyant economy 
education had a high grading in government priorities, and was seen as the most 
important prerequisite for national and economic development. The knowledge 
industry was seen as the most important resource of society and the university as 
the progenitor of wealth and power.
Expansion set the stage for the next phase in the development of universities. 
New motives came to the fore: considerations of an economic nature and 
manpower needs, the realization that equality of opportunity required more 
diverse opportunities and that reform in higher education required institutional 
innovation as well. This led to a higher degree of government intervention, 
through the setting up of new institutional patterns, regulating the new relation­
ship between traditional and new structures and in some cases even prescribing 
the educational task and objectives of the new structures.
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Yet universities still had little cause for concern. Government financing was 
generous; the growing need for highly trained manpower created by economic 
expansion as well as the need to sustain the technological advance opened new 
avenues; and the university fitted quite comfortably, and maintained its pre­
eminence, in the growing network of institutions of tertiary education.
The down-turn came in the 60s. When the Rectors and Vice-Chancellors of the 
European universities assembled in Bologna in the early 70s, they felt that they 
had arrived at a turning-point of major significance in university history. Recog­
nizing that universities have a responsibility of keeping pace, in their teaching, 
their research and their organization, with changing conditions and with the 
changing needs of society, they expected that society in its turn must provide the 
necessary conditions to enable them to discharge their responsibility. "And 
suddenly," the Rectors found, "for a variety of reasons —  the economic crisis, 
disaffection among students, hostility of the public at large —  universities seem no 
longer able to count on these conditions being provided, and their future appears 
to be in jeopardy." They expressed concern about government intervention in the 
affairs of the university. They accepted that government must ensure that the 
public money is properly spent, and spent in a way in which their country's needs 
as a whole are best met. "But," said the Rectors, "the effectiveness of a university 
can be assured only if it is allowed a large measure of institutional freedom to 
establish its own goals and to allocate its resources to achieve those goals ..."
The feeling of despondency in university circles was reflected in an American 
publication; American Higher Education: Toward an Uncertain Future.
In 1968 British universities looked to the future with optimism. The expansion 
of student numbers was reaching its climax. New universities had been founded 
where there had only been green fields a decade earlier. The financial autonomy 
of the universities remained unchallenged. "... The middle 1960s seemed a most 
satisfactory culmination of a century of university expansion and reform. The 
universities now appeared to be able to meet the broader social and educational 
demands placed on them by politicians and by the public, whether it was to satisfy 
the professional manpower needs of the emerging social democratic state or to 
provide individual opportunities for advanced education for a growing proportion 
of school leavers. But at the same time they had been able also to protect their 
academic integrity as institutions of scholarship. It seemed the best of all possible 
worlds."
Ten years later the rate of expansion had slowed. The newly established 
Polytechnics proved to be rivals for resources. Government interference threat­
ened to erode prized autonomy. Drastic cutbacks in government subvention 
brought some universities to near bankruptcy; academic vacancies had to be 
frozen, services reduced, research curtailed. Abortive salary negotiations showed 
how universities seemed to have fallen in the list of the government's priorities 
and in the public's esteem.
The crisis was in fact universal. Student unrest threatened to destroy the very 
fabric of university government, while leaving other educational institutions
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virtually unscathed. The world-wide economic recession whittled away financial 
support and led to a tightening of government supervision. Education dropped in 
the list of government priorities. Public confidence turned to disillusionment, if 
not to distrust. The heady projections of future university entrants proved woeful­
ly wrong and enrolments declined, or had to be curtailed as a stagnant economy 
led to graduate unemployment; and, ironically enough, the universities which 
had widened access in response to popular demand, were blamed for having let in 
too many students. The whole character of their teaching was questioned as 
commerce and industry accused it of irrelevance or for not providing "marketable 
skills". The then Prime Minister of Great Britain bluntly informed universities that 
"the goals of our education ... are to equip people to the best of their ability for a 
lively, constructive place in society and also to fit them to do a job of work ... There 
is no virtue in producing socially well adjusted members of society who are 
unemployed because they do not have the skills".
This was a frontal attack on what universities had traditionally claimed to be 
their true if not their only function. They had prided themselves on their 
autonomy; they had claimed to be concerned with the preservation, extension 
and dissemination of knowledge — for its own sake. They had refused to be 
subservient to the needs or demands of society, the whims of government, or the 
fashions of public opinion. Higher education in this view is an activity with its own 
values and purposes, "affecting the rest of society obliquely and as a kind of 
bonus".
The opposing view is that universities are first and foremost public institutions, 
if not public utilities, their prime functions to serve society and its educational 
needs. If the "autonomous" tradition is aloof, academic, conservative and exclu­
sive, the "service" concept expects universities to be responsive, innovating, 
vocational and open.
This crisis of the modern university —  from which South African universities 
have not been immune —  has arisen from two, and related, challenges to its 
traditional function, to the academic tradition. On the one hand institutions which 
had been engaged in elite education, had to adapt themselves to mass education, 
and were subjected to all the pressures which this involved. The other came from 
their acceptance of a service function. Let me say at once that no university today 
denies its responsibility to state and to society; all universities are, however, 
concerned about the demands being made upon them and the impact of these 
demands on what they must always uphold and defend as their true function.
The crisis became a crisis of confidence. In the USA, we are told, 61% of the 
people expressed "a great deal of confidence" in educational leadership in 1966, 
but in 1972 the figure had dropped to 33%. Only a few years ago there was a mood 
of tremendous optimism about education. It was to help create the future; it was, 
above all, to prepare people for a society of abundance which technology was to 
bring about. The mood of optimism has gone. There is enormous uncertainty 
about what the effects of education are. And the universities were accused of 
leaving society in the lurch.
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As confidence waned, the demand for accountability came to the fore. Account­
ability, together with efficiency, has become the main challenge to universities 
today. In the hey-day of academic autonomy universities could apply themselves 
to the disinterested search for truth and the dissemination and extension of 
knowledge without much regard for the implications of either, or both, for state 
and society. They have since exchanged the ivory tower for the market-place, and 
have become integral parts of the communities to which they intrinsically belong. 
And service to the community, to state and society, has become the third function, 
added to teaching and research, of the university. But service entails, inescapably, 
responsibility and accountability to state and society.
The value of higher education has come under attack as never before. Do the 
outcomes of higher education justify the amount of resources employed to 
produce those outcomes?
There is deep scepticism in the general public about the social and economic 
values of higher education. Scepticism has led to disparagement, as appears from 
the titles of books and articles: The Overeducated American; Compulsory Miseducation; 
Education and Jobs: The Great Training Robbery.
Members of Parliament want to know what it costs the public exchequer to keep 
a student at university. Pass, and more particularly failure and drop-out rates, 
come under scrutiny. Are universities worth what they cost? Are the returns of 
higher education commensurate with the investment?
The terminology of industry is being applied to higher education: input and 
output, cost-effectiveness, cost-benefit. Universities have to prove that they are 
efficient, that the results they achieve are commensurate with the resources they 
employ. Critics say that the university has become an inefficient, a costly and 
wasteful enterprise, expanded out of all proportion to the returns it yields.
The demand for public accountability is one which no university can or wishes 
to evade today. Some universities see this as a threat to academic freedom or 
autonomy, to the right which universities have always been allowed to direct their 
own affairs and to decide themselves on the content and the purpose of their 
offerings.
But most universities accept that the demand for accountability is an under­
standable and a legitimate one. Some 30 years ago Sir Walter Moberley pointed 
out that "on any showing, Universities are powerful and influential corporations 
and they perform functions which are of high public importance, so that in no 
country can the supreme authority be completely disinterested in the affairs of the 
University". Governments which today contribute largely to the running costs of 
universities, and even more generously to the cost of capital development, must, 
surely, be allowed to ensure that the public money they provide is well spent, and 
that it is spent in a way in which their country's needs as a whole can best be met.
This universities are prepared to do. They are prepared to offer their balance- 
sheets for scrutiny, and to apply management techniques to the administration of 
their institutions.
But it is an over-simplification to say that the state and society are not getting
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value for their money and to demand that cost-benefit analysis be applied to 
universities. A colleague of mine at a British university wrote recently that "w e 
have damaged the true cause of civilization and culture by trying to convince 
people that universities are 'good business' and that education has a yield as good 
as that of a jam factory".
Universities may respond in the words of Ann Landers: " I f you think education 
is expensive, try ignorance."
The demand for efficiency and accountability is legitimate. Universities have a 
clear responsibility to operate efficiently and to report their costs and results. But 
the call for accountability cannot be satisfied if all the results of higher education 
must be reduced to neat quantitative and monetary terms. "Higher education is 
concerned with matters of intellect, personality, and value that simply cannot be 
rigorously quantified or aggregated by adding up dollar amounts or computing 
rates of return."
Lord Robbins, chairman of the committee that recast the system of higher 
education in Great Britain, wrote later in his autobiography:
I cannot believe that it is at all convincing to attempt to establish crude correlations between 
higher educational statistics and the G.N.P., but I am sure that in general society is likely to be 
more efficient, more progressive, more humane, the larger the proportion of people who have 
the opportunity of developing their intelligence in this way.
Herbert Marshall, the great Cambridge economist, observed in 1930:
The wisdom of not expending public and private funds on education is not to be measured by 
its direct fruits alone. It will be profitable as a mere investment, to give the masses of the people 
much greater opportunities than they can generally avail themselves of. For by this means 
many, who may have died unknown, are enabled to get the start needed for bringing out their 
latent abilities. (I am reminded of Thomas Carlyle who said: That there should one man die 
ignorant who had the capacity to learn, this I call a tragedy). And the economic value of one 
industrial genius is sufficient to cover the expenses of the education of a whole town: for one 
new idea, such as Bessemer's chief invention, adds as much to England's productive power as 
the labour of a hundred thousand men. Less direct, but not less in importance, is the aid given 
to production by medical discoveries such as those of Jenner or Pasteur, which increase our 
health and working power; and again by scientific work such as that of mathematics or 
biology, even though many generations may pass away before it bears visible fruit in greater 
material well-being. All that is spent during many years in opening the means of higher 
education to the masses would be well paid for if it called out one more Newton or Darwin, 
Shakespeare or Beethoven.
Perhaps the university must stand up for its rights again, refuse to be dictated to, to 
be made a mere instrument of government policy, or the provider of manpower 
needs. Perhaps it should insist that its role is more than that, insist that its true 
function is to impart, not the practical know-how but the enduring values of 
higher learning and of scholarship.
Responding, as it should, to the needs and the demands of state and society, the 
university must also remain true to the values and standards of scholarship and of 
science which have for many centuries ensured its primacy in the educational 
system. It must always insist that it is first and foremost an institution for the
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preservation and the transmission of knowledge and culture, and that its main 
purpose must always remain the advanced study of the humanities and the pure 
sciences and the furtherance of knowledge and understanding in these fields.
What does the university hope to impart —  and to produce, if production be the 
criterion? Its goal certainly is to impart knowledge, to train the intellect and to 
enhance practical competence. But it hopes to do more than that: to train the 
whole person, not only his intellect and practical competence, but also attitudes; 
affective, religious, social and aesthetic.
It was Alexander Heard who said:
Our first concern is the human intellect, but our ultimate concern is the human being ... The 
concern for personal development results from the need to be able to cope with those 
conditions of a technological society that led to the decline of the authority of other institutions 
(and put human and humane values in jeopardy?). Involved are the development of standards 
of value, the sense of civic responsibility, the capacity for religious reconciliation, skills, 
understanding, a sense of purpose, and all the rest required to be a well-integrated person.
Where else, in an age of bigotry can compassion be taught, tolerance in an age of 
dogmatism?
By training individuals and preparing them for meaningful participation in 
economic and social life, the university is discharging its debt to society. “ The goals 
of higher education are concerned with the development of the full potentialities 
of human beings and of society. The goals correspond closely to the goals of 
human life."
The goals are threefold: Cognitive learning, which includes verbal skills, quanti­
tative skills and substantive knowledge, but also rationality, intellectual tolerance 
and integrity. Emotional and moral development, which includes personal self- 
discovery, human understanding, values and morals. Practical competence, which 
implies training for specific and specialized occupations.
If these are individual goals, there are also the goals for society:
The preservation, dissemination and advancement of knowledge. The discovery 
and encouragement of talent. The advancement of social welfare and the en­
hancement of national prestige and power.
And who can gainsay the importance to society of the research and public 
service undertaken by universities, the advancement of science and technology 
through basic research, and the public benefits of applied research? It has been said 
that “ the part of the growth of the annual national income that may be attributed 
to academic scientific research probably is several times the annual cost of the 
research".
Is there — and that must be the essence of its defence —  any substitute for the 
university?
A final word, and a controversial one. But it has been said that the non- 
controversial university is a contradiction in terms.
A further charge levelled against universities is that they are, at least potentially, 
subversive forces in society, ranged against the accepted social and even the 
political order. This may be true, because free enquiry may indicate the need for
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change, but the university may also be an agent of social stability, because freedom 
of thought, which is academic freedom, discovers what is right in society as well as 
what is wrong. Free thought and enquiry may lead to dissatisfaction with the 
existing order and to attempts to change it. But the university is also the custodian 
of the cultural heritage. Society also needs shared traditions, values, attitudes, 
symbols, myths and loyalty if it is to achieve stability and cohesiveness. That is 
perhaps the dilemma of the university: that it is both an agent of social change and 
an agent of social stability. The constraints are responsibility towards the truth and 
dependence upon society.
Hiermee moet ek volstaan, maar u sal my 'n laaste enkele woord gun.
In vroeëre tye, toe die universiteit in weldadige afsondering die wetenskap kon 
beoefen en kennis kon bevorder, was akademiese vryheid die reg om binne dié 
afgeslotenheid en sonder veel inspraak of invloed op die gang van maatskaplike of 
politieke gebeurlikhede akademiese uitsprake te doen.
Vir die moderne universiteit spruit toerekenbaarheid, “ accountability” , uit 
betrokkenheid, uit samelewingsbetrokkenheid. Die universiteit kan nie meer 
afsydig staan van die gemeenskap waarvan hy deel uitmaak nie. Maar 
betrokkenheid het ook opnuut die vraag na onafhanklikheid of outonomie en na 
die veelgeroemde akademiese vryheid laat ontstaan.
Ek wil beweer dat ten spyte van toenemende staatstoesig die outonomie van die 
universiteit as inrigting nie aangetas is nie. Akademiese vryheid is iets anders, en 
daaroor ter afsluiting dié enkele woord. Maar natuurlik nie die laaste woord nie. 
Die begrip akademiese vryheid is so oud soos die akademie self, en so omstrede. 
Vandag word dit tydig en ontydig gebruik, verdedig of bevraagteken, sowel deur 
akademiese skoenmakers wat hulle by hulle lees wil hou, as deur stuurlui wat aan 
die wal staan. Maar dit is juis op die laaste woord dat die akademie, en die 
akademikus, nie aanspraak maak nie. Hy kan slegs hoop dat hy die vóórlaaste 
woord kan spreek, en dat hy dit met wetenskaplike insig en oortuiging kan spreek. 
Sy taak is die soeke na sekerheid en na waarheid, nie die verkondiging van 
sekerhede en waarhede nie. Sekerheid besit slegs hy wat nie tot die soeke bygedra 
het nie. Maar die soeke moet en mag ook uiting vind, mits die soeke ongebonde, of 
slegs wetenskaplik gebonde, is.
En daarom is akademiese vryheid baie nou gekoppel aan akademiese vorming. 
Is die vorming eng of bekrompe, berus dit op vooropgestelde aannames, is dit 
seksioneel of ideologies bepaal, dan is die vryheid ook 'n beperkte en beperkende. 
Word die vorming egter gerig op en bepaal deur 'n vrye en onbevange soeke na die 
waarheid, waaraan slegs die waarheid self perke stel, dan bly ook die vryheid 
waarheidsgebonde en waarheidsgerig. Hierin lê die opvoedingselement in die 
onderwys, eerder as in die oordrag van 'n bepaalde dogma of lewensbeskouing.
Akademiese vorming is uiteindelik dan ook wetenskaplike vorming: dit is die 
vorming wat in gevorderde studie opgesluit lê, maar ook daardeur geverg word. 
Studie, en nog meer die selfstandige beoefening van die wetenskap, vereis 
bepaalde karaktereienskappe soos waarheidsliefde, objektiwiteit, selfbeheersing, 
integriteit, onderskeidingsvermoë, die vermoë tot evaluering en selfkritiek,
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verdraagsaamheid, beskeidenheid en geduld. Oorhaastigheid, onverdraagsaam- 
heid, bevooroordeelde stcllingname is nie kcnmerke van die wetenskaplike gees 
wat alleen op akademiese vryheid aanspraak kan maak nie.
Die universiteit skep die klimaat vir die vrye beoefening van die wetenskap en 
moet dit ten alle koste verdedig. Waardevry kan hy egter nie wees nie, want die 
vryheid self stel sy waardes. Maar vryheid stel ook die eis van openheid vir vrye 
meningswisseling en, indien nodig, vir kritiek, op grond van wetenskaplike 
insigte, op gevestigde gebruike en instellings, maatskaplik sowel as politiek, 
waarin die waardes miskien nie meer ten voile tot hulle reg kom nie.
En daarom sluit akademiese vryheid ook akademiese verantwoordelikheid in, 
die verpligting om die akademie nie in die gedrang te bring nie, maar ook 
verantwoordelikheid teenoor die samelewing wat die akademie voed en deur die 
akademie gevoed moet word. Die universiteit kan aan sy gebondenheid aan die 
samelewing nie ontkom nie, net so min soos 'n boom horn aan sy voedingsbodem 
kan onttrek. En ewemin kan die universiteite afsydig staan van die waardes en 
norme van die samelewing of nalaat om sy deel tot die gesonde ontwikkeling van 
die samelewing by te dra.
Miskien kan ons uiteindelik nie van akademiese vryheid hoegenaamd praat nie, 
maar slegs van akademiese gebondenheid. Ons het gepraat van die eienskappe 
van die wetenskaplike of die akademikus, van die eise van waarheid, integriteit, 
verdraagsaamheid en beskeidenheid. Dit is ongelukkig so dat voorstaanders van 
die akademiese vryheid juis uitmunt deur hulle onverdraagsaamheid en 
onbeskeidenheid. Wie op vryheid aanspraak maak, moet ook vryheid gun. 
Akademiese vryheid is 'n tweesnydende swaard. In werklikheid is akademiese 
vryheid dus nie vryheid van alle wetenskaplike, geestelike en maatskaplike 
bindinge nie, maar bevryding van onkunde, vooroordeel en verstarde of 
dogmatiese denke. Dit is vryheid tot rasionele, objektiewe en logiese besinning en 
weloorwoë uitsprake.
As die universiteit vir sy graduandi van vandag die weg na daardie vryheid 
aangetoon het, het hy nie tevergeefs gearbei nie.
I have spoken in defence of the university. Universities are fully aware that their 
function and their functioning must be re-assessed and re-evaluated in terms of 
the requirements of the modern age. They have always shown the capacity to 
adapt to changing demands. The universities of today are not the universities of 
the Middle Ages.
They ask only that they be allowed themselves to reconcile accountability to 
society with responsibility to learning and scholarship. What society expects of the 
universities must always be matched by what the universities expect of society.
I hope that we will bear what I call the 3 M's in mind as well as the 3 R's.
I conclude by quoting from the 3 M's:
The first is the famous passage from John Stuart Mill's inaugural address as 
Rector of the University of St Andrews in 1875:
Universities are not intended to teach knowledge required to fit men for some special mode of 
making their livelihood. Their object is not to make skillful lawyers, or physicians, or
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engineers, but capable and cultivated human beings. It is very right that there should be public 
facilities for the study of professions. It is well that there should be Schools of Laws and of 
Medicine ... But these things are no part of what every generation owes to the next, as that on 
which its civilization and worth will principally depend ... Men are men before they are 
lawyers, or physicians, or merchants, or manufacturers; and if you make them capable and 
sensible men, they will make themselves capable and sensible lawyers or physicians. What 
professional men should carry away with them from a University is not professional knowl­
edge, but that which should direct the use of their professional knowledge, and bring the light 
of a general culture to illuminate the technicalities of a special pursuit. Men may be competent 
lawyers without general education, but it depends on general education to make them 
philosophic lawyers — who demand, and are capable of apprehending principles, instead of 
merely cramming their memory with details.
Much earlier Michel de Montaigne had written:
We greedily ask of a man: 'Does he know Latin or Greek? Does he write poetry or prose?' But 
whether he has become better or worse —  the main thing in education —  we never care a 
straw. We ought to ask, not who knows the most, but who knows the best? ... It is not the 
narrative of history he must learn, but the judging of it. ... A pupil should be taught what it 
means to know something, and not to know it; what should be the design and end of study; 
what valour, temperance, and justice are; the difference between ambition and greed, loyalty 
and servitude, liberty and licence; the marks of true and solid contentment; the extent to 
which we should fear disgrace, affliction, and death; the true springs of our actions, the reasons 
for our varied thoughts and desires. Our first lessons, I think, should teach us how to rule our 
behaviour and understanding, how to live and die well.
Can a university be expected to do more than this? Should it be expected to do 
less?
But then, and finally, the poet John Masefield:
There are few earthly things more beautiful than a university. It is a place where those who 
hate ignorance may strive to know, where those who perceive truth may strive to make others 
see; where seekers and learners alike, banded together in the search for knowledge, will 
honour thought in all its finer ways, will welcome thinkers in distress or in exile, will uphold 
ever the dignity of thought and learning and will exact standards in these things. They give to 
the young in their impressionable years, the bond of a lofty purpose shared, of a great 
corporate life whose links will not be loosed until they die. They give young people that close 
companionship for which youth longs, and that chance of the endless discussion of the themes 
which are endless, without which youth would seem a waste of time.
There are few earthly things more splendid than a university. In these days of broken 
frontiers and collapsing values when the dams are down and the floods are making misery, 
when every future looks somewhat grim and every ancient foothold has become something of 
a quagmire, wherever a University stands, it stands and shines; wherever it exists, the free 
minds of men, urged on to full and fair inquiry, may still bring wisdom into human affairs.
3 DIE TWEEDE BESTE
Opening, Unisa, 12.2.1981
E
k is bly vir die geleentheid om almal wat die afgelope maande by ons 
aangesluit het, welkom te heet ...
U het aangesluit by 'n onderneming wat eise stel wat slegs deur 
toewyding en durf en stoutmoedigheid te bowe gekom kan word. As daar van u is 
wat gedink het dat u in 'n rustige omgewing, in 'n nuwe soort ivoortoring —  nuut 
in die afsondering of afwesigheid van treiterende of baldadige studente —  
werksaam sal wees, hoop ek dat u reeds deur departementshoofde en direkteure 
van die teendeel ingelig is: dat u u in 'n rustelose, seifs onrustige, omgewing 
bevind, omdat dit 'n dinamiese omgewing is, en gerig op voortdurende 
selfbeproewing en selfvernuwing. Daar is in die afsondering soms die versoeking 
om in selfvoldaanheid te verval —  altans totdat die omvang van nie-toelating tot 
'n eksamen en die eksamenuitslae bekend word. Dan, soos nou, ontstaan die vrae 
opnuut en die selfondersoek. En ongelukkig ook die versoeking om gebrekkige 
prestasie aan eksterne faktore toe te skryf en die hande in onskuld te was.
I would have liked to ask you why you have joined the University of South 
Africa, in whatever capacity. If you were to tell me that the reason was primarily
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salary improvement or congenial working conditions or attractive conditions of 
service and fringe benefits, thea I would say that you will not feel at home here. 
Then I would say that if you are not prepared to take up the challenge of the 
University, you must go and seek a lesser. For then you are not equal to the 
demands we shall set you.
The second best is not good enough for us. Not in appointments (and of this 
vacancies are evidence), but neither in performance and identification.
The Directorate of Manpower 2000 sent me a number of stickers some time ago 
which I was probably supposed to give to selected members of staff. One of these 
read: "A  job? I have a career." I thought of putting this on my own door, if only to 
remind myself every day that I have more than a job. I hope this applies to all 
members of staff. The University provides each of us not merely with employ­
ment, but with tenure; with a vocation, not merely an occupation: with an open- 
ended career; but not to those who consider what they are doing as merely 
another job with a more or less —  and generally less —  acceptable remuneration 
attaching to it. Identification with the University has always been to me the most 
important factor determining performance and prospects.
U het by 'n onderneming aangesluit wat nog vir sommige buitestaanders 
minder as 'n universiteit skyn te wees, maar vir my steeds meer as 'n universiteit 
was. Unisa is minder as 'n universiteit slegs indien die fisiese, heeltydse 
teenwoordigheid van studente op die kampus van die universiteit die wese van 'n 
universiteit uitmaak of bepaal.
This idea of a university is outdated. Education, and higher education in 
particular, can never again be reserved for an elite, be it of birth or of leisure, of 
financial means or of social standing. A university is a place of higher learning, for 
the preservation, transmission and advancement of knowledge. How the teaching 
is done, how knowledge is transmitted, is incidental. Distance teaching, or 
teaching at a distance, is a legitimate, indeed an essential, form of teaching today. 
But for the teacher the demands of distance teaching are, and not only because of 
its relative novelty, far greater than those of face to face teaching.
Ons is meer as 'n universiteit, nie vanweë grootte of die andersheid van 
onderrigprosedure en -metodes nie. Watter ander universiteit bedien dieselfde 
wye spektrum van leergierigheid, kennis en vermoë, moet ('n voorbeeld wat ek 
graag noem) Bedryfsekonomie doseer aan die swart skoolverlater en die 
maatskappydirekteur? Watter ander universiteit dring tienduisende huise 
regstreeks binne, mede-bepaal die lewenspatroon en lewenswyse van huisgenote 
en huisgesinne? Watter ander universiteit dring horn in dieselfde mate aan velerlei 
gemeenskappe en beroepe op? Watter ander universiteit moet sy naam gestand 
doen: 'n universiteit van en vir die hele Suid-Afrika en sy volkereskakeringe 
wees? Watter ander universiteit ken soortgelyke eise en moontlikhede, 
soortgelyke uitdagende maar beperkende omstandighede, soortgelyke prestasies 
en soorgelyke frustrasies, die vermoë wat oorwin en die ontoereikendheid wat 
skryn?
Mag die erkenning van eie ontoereikendheid al ons verrigtinge deurweek. In
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selfvoldaanheid stol die strewe. Ook die strewe om meer as die tweede beste te 
wees, meer as 'n selftevrede tweede beste.
Hoe hoër die amp, hoe groter die eise en hoe sterker die besef van ontoe- 
reikendheid.
By die afsluiting verlede jaar het ek gesê dat ek graag my indrukke en my 
belewenis van die afgelope jaar met die personeel sou wil deel.
Elke jaar is vir elke persoon 'n persoonlike jaar, 'n jaar van persoonlike leed en 
van persoonlike vreugde. Ook van leed wat aangedoen is, en van vreugde wat 
toegekom het.
Vir my was die afgelope jaar 'n jaar van deemoed en van dankbaarheid. Daar 
was die ongevraagde en onverdiende gebare van welwillendheid: die
teboekstelling van wat geskryf is om gesê te word, die vernoeming van 'n gebou, 
die verlenging van 'n ampstermyn. Dit alles het tot deemoed gestem, want 
erkenning kom 'n amp toe, nie die toevallige bekleër daarvan nie. Maar ook tot 
dankbaarheid vir die aanvaarding van ampsuitoefening en begrip vir die eise wat 
dit stel.
In a TV programme one of the characters remarked: “ The Captain is acting 
strangely." His companion replied: “The Captain walks on a tight-rope." Your 
Principal, too, was probably thought at times to be acting strangely. I would like to 
thank members of staff for accepting that the balancing-act is not an easy one, and 
that the tight-rope is a lonely road.
In American parlance, a Principal has to cope with a number of constituencies at 
the same time.
There is first the staff. Having been something of a backroom academic, he is put 
in a position of authority and must achieve respect for that authority, but not at 
the expense of companionship built up over many years. But at times the staff can 
be rather restive.
The students, his second constituency, are more docile, but not less demanding. 
And in their case he must learn to distinguish, and in deserving cases to temper 
justice with mercy.
The government is a more intractable constituency and in negotiations he is 
inevitably exposed to the hurly-burly of politics.
His relations with the public at large, representing every shade of opinion, and 
of criticism, are important. He must project and defend the image of his university, 
but he is always in the crossfire of differing opinions, with the press sniping from 
the rear.
And finally he must maintain good relations with donors and prospective 
donors of the university, and be a party to the knee-scraping which it at times 
entails.
He cannot hope to convince all the constituencies at the same time, and can 
sometimes do no more than placate them. He is happy if he has the backing of a 
discerning staff.
Vir die Universiteit het 1980 in die teken van die inwyding van sy nuwe 
administrasiegebou gestaan en van alles wat daaromheen plaasgevind het. Dit het
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bekendstelling en bekendheid verhoog, maar ook erkenning en aansien. Uit baie 
oorde is waardering betuig, maar het ook verwagting geblyk. Die jaar het 
ongelukkig afgesluit met 'n gewelddadige aanslag op die reg tot wetenskaplike 
ontleding en meningsuiting. 'n Gevolg was terloops die noodsaaklikheid om 
beveiligingsmaatreëls te verskerp wat sommige moontlik as 'n aantasting van die 
reg op privaatheid en 'n beperking op bewegingsvryheid beskou het. Ek wil u 
bedank vir begrip dat die veiligheid van die personeel die verantwoordelikheid 
van die universiteit is, en dat in 'n tyd wanneer onverdraagsaamheid die vryheid 
bedreig, seifs die ivoortoring 'n vesting moet word.
A bastion too, in the sense of providing protection for the exercise of free 
enquiry which is the essence of the academic enterprise.
Tussen hoogte- en laagtepunte het die Universiteit voortgegaan om, in die 
woorde van die Vise-rektor (Beplanning) te bou: om te bou aan die taak en beeld 
van die Universiteit, om te bou aan die gehalte van sy onderrig, om te bou aan die 
gehalte van sy personeel, om te bou aan die gehalte van sy studente —  wat alles 
sigbare neerslag gevind het in die voorsiening van ruimte en fasiliteite, en in die 
daarstelling of uitbouing van stelsels en prosedures wat nodig is vir die uitvoering 
van sy opleidings- en navorsingstaak, en van die infrastruktuur ter bevordering 
daarvan.
Waar ons aan die begin van 'n nuwe Universiteitsjaar, en van 'n verlengde 
ampstermyn staan, wil ek niks meer —  maar ook niks minder —  in die vooruitsig 
stel nie as die voortsetting van dié uitbouing. Ons moet voortgaan om te bou met 
die oog op die verhoging van die kwaliteit van dienslewering op alle terreine en op 
alle vlakke. Grootte is nie noodwendig sinoniem met kwaliteit nie, en as kwaliteit 
ly onder groei, moet groei beperk word. En nie net wat studentegetalle betref nie. 
Produktiwiteit kan ook ly onder onoordeelkundige groei. Rasionalisasie word 
deur toename genoodsaak, nie net deur afname nie.
So, what I envisage for the next three years is simply to continue the corporate 
effort to improve the quality of our performance as a teaching and research 
institution. Much has been done during the past ten years and I would like to 
thank all members of staff who have co-operated in many ways to increase the 
effectiveness of all facets of our operation, who have in many cases not waited for 
us to set the lead but have themselves initiated new and often exciting advances in 
teaching and administrative systems. I have often, in fact, been able to follow 
rather than to lead. And any leader is happy when he has to restrain and to 
contain rather than to prod or to urge. Such initiatives are evidence of the 
identification of staff with the institution.
My few' remarks this morning will probably be largely repetitive. To speak to 
members of the University about the University for close on twenty times does put 
something of a strain on the Principal's ingenuity, or rather, I hope, ingenuous­
ness. Fortunately our staff has probably doubled since 1972, and there are things 
which bear repetition. There is at times merit in labouring the obvious. Which 
luckily is not the same as flogging a dead horse; the University is very much alive 
and well.
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Ek het verwys na die Universiteit van Suid-Afrika as universiteit. Een van sy 
grootste prestasies, aan sy grondleggers te danke, was sy spoedige aanvaarding in 
die kring van Suid- en Suider-Afrikaanse universiteite as volwaardige en by tye 
seifs as leiding- en toonaangewende lid. As volwaardige universiteit deel hy in, en 
moet hy bydra tot die oplossing van, dié probleme waarvoor die universiteitswese 
huidig wêreldwyd te staan gekom het.
I have spoken on various occasions of the ills afflicting universities world-wide 
today, the feeling of despondency if not of despair as resources dwindle together 
with student intakes, as graduate unemployment (or underemployment) adds to 
the disenchantment with university education engendered by the student unrest 
of the late 60's, as the diversification of higher education threatens to erode the 
primacy universities have always enjoyed, as the demand for accountability and 
increased government surveillance seems to threaten the autonomy universities 
have always prided themselves on.
I do not wish to enter again into the causes and the symptoms of the malady 
afflicting universities today. The state of the ailment is less acute in South Africa 
than overseas, but the warning signals are close and already there is the obsession 
with the steady state. Overseas distance teaching institutions have not experi­
enced the same contraction as residential universities. We of course are trying to 
contain growth by the planned truncation or pruning of our student body, and it 
may be that this year, and for a few years to come, we, too, shall have to adapt to a 
smaller growth rate, if not to no growth.
In Great Britain in particular declining enrolments, together with the cuts in 
subventions occasioned by the government's austerity programme, have led to 
drastic economies, to staff redundancies and to the discontinuance of courses and 
programmes. Government pressure has resulted in the closure of departments of 
Russian, and the closure of at least two entire universities is not unlikely. Lord 
Robbins, whose Report marked a watershed in the history of higher education in 
Great Britain, has expressed doubts as to the need for such desperate remedies. He 
has suggested instead a reduction in staff/student ratio's (currently 1: 10 on the 
average). “ The implications," he wrote, “ would be that rather more attention 
than is usual should be paid to the organization of courses of studies and 
somewhat harder work on the part of staff and students. I don't think it would be 
intolerable," he added, “ and I don't think that standards of teaching need suffer —  
there is a very considerable slack of improvement and economy in this 
connection."
Another observer has suggested that “ the emphasis ought to be, not on the 
punitive drive to eliminate inadequate or redundant programs, but on the positive 
goal of building on existing strengths by reducing or eliminating weaknesses. Even 
the best institutions are not uniformly good in all areas, and although the prospect 
of improving quality all around may have been feasible in the days of expansion 
and affluence, such hopes are clearly unreasonable in the coming era of limited 
resources." MAKING LESS BECOME BETTER was the title of this report.
There are two responses to declining student numbers to which I would briefly
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like to refer. One has been to widen the access to universities by admitting more 
so-called mature students and offering more part-time courses, but also by 
lowering the qualifications for admission. Some distance teaching institutions 
abroad are completely "open” , and in Sweden, for example, legislation provides 
access to higher education for all those who, aged 25 or over, have worked for four 
years or more, irrespective of their previous qualifications.
In South Africa the tendency has been rather to tighten the requirements for 
admission, though it is difficult to say what the effect of declining student numbers 
will be. The matriculation certificate or matriculation exemption will however 
remain the minimum requirement. It is significant that the Committee of Univer­
sity Principals has raised doubts as to the validity of matriculation as an entrance 
qualification. Some 28% of a particular age-group are qualifying for university 
entrance in South Africa, compared to 14% in Great Britain and 22% in West 
Germany. I am reminded of a recent visit to the Rector of the University of Bonn. 
When I asked him how many students there were at the university, he replied: "It 
depends what you mean by students. Our enrolment is 35,000, but I doubt 
whether we have more than 25,000 students.”
The problem of access is in our case of course compounded by the heteroge­
neous nature of our student body and the different levels of preparedness, 
maturity and motivation. It is difficult to deny access; we are, as you know, 
refusing re-admission.
A second response to the decline in student numbers has been a strengthening 
of the trend towards the professionalization of university training. This has been a 
result of the democratization of higher education as well as of the demand for 
more and more specialized and qualified manpower in a booming economy. The 
obvious solution, of course, was to develop other institutions for post-secondary 
education, as was indeed done with the establishment of Polytechnics in Britain 
and CATE's in South Africa, and similar institutions in most other countries, and 
many governments tried to achieve a satisfactory distribution between university 
and non-university education. But the dividing-line was never very clear (in 
Britain the Polytechnics have expanded their liberal arts programmes and are 
training for degrees awarded by the CNAA) and has tended to become even more 
blurred by the non-university institutions raising their entrance requirements, 
and universities lowering theirs to offset declining numbers.
To safeguard their level of income and research activities, universities must 
maintain a sufficient number of students. This suggests that they will try, and 
some are doing so already (and in some countries this corresponds with social 
demand and government policy), to make up for diminishing enrolments from 
traditional sources by attempting (as we have remarked) to attract a more varied 
clientele. It has also been suggested that there are other things they can do, such as 
making their courses and timetables more flexible, renewing and diversifying 
teaching methods, collaborating with non-university institutions, endeavouring 
to meet the particular demands of certain social groups, and so on.
Some of these are certainly to be commended, but a note of caution must be
Die tweede beste 141
sounded. If there should be an over-popularization of university education to 
attract students, if the vocational bias of courses should be strengthened and 
expanded, if community service becomes an obsession, universities will have to 
re-examine their priorities. Public demand, for example, can be satisfied by other 
institutions for tertiary education and is in any case not sufficient reason to start a 
new professional course. Degree programmes may certainly need to have some 
external relevance, but the main aim must be to have an academic relevance and 
excellence. Research may be related to the needs of industry or of society, but its 
prime purpose is the pursuit of knowledge. Universities have a distinctive mission; 
they must, to retain a meaningful place in higher education, remain bastions of 
scholarship and scholarly endeavour. The best safeguard for university autonomy 
is effective performance in terms of university values.
Universities will themselves have to decide whether their role must be extended 
or restricted. The choice is not an easy one: the danger on the one extreme is that 
the role of universities will be merely peripheral; on the other that they will 
sacrifice their true nature and function by becoming too all-inclusive.
I would like to share with you the anguished cry of an academic Vice-President 
of Memorial University of New Foundland. I do so without comment, but it may 
give us food for reflection:
Already we have seen the unseemly competition for warm bodies and for government funds 
lead to the creation of professional, technical and vocational programmes, departments, 
faculties, schools and divisions whose cumulative effect has been to obscure the essential role 
of the university, to weaken its intellectual core, and to reduce those elements that alone 
justify its existence to the function of purveying peripheral services.
We have seen the concept of the studium generate weakened to the point of debilitation by 
pressures upon students to undertake technical and vocational studies at the earliest possible 
time. We have seen the concept of the universitas as an independent corporation in charge of its 
own life viciously attacked by those who confuse the principle of social accountability with 
that of political control.
We have seen the concept of research corrupted by what José Ortega called the 'barbarism of 
specialization' ...
We must begin to take some personal and institutional blame ... that despite large expendi­
tures, we still fail to ensure even elementary skills of written and numerical communication, 
that we fail to inculcate an adequate knowledge of the mother tongue let alone of other 
languages that are necessary to career advancement, that we fail to offer any genuine 
appreciation of history, society and culture in ways that create a sense of the nature and worth 
of civilization ... Wherever we look we see the dominance of the inner life of the senses and 
emotions.
The consequence is that students, in the name of self-expression, are allowed to believe that 
they have only themselves to whom they must answer; that knowledge, intellectual exercise 
and standards of creative and moral value all give way before the claims of uninformed 
emotionalism; that one painting or one poem, or one moral judgement is as good as another; 
that 'chewing the fat' is as good as a rigorous examination of the evidence; that mutual 
exchange of ignorance when dignified with the title 'discussion group' is transformed, heaven 
help us, into a 'learning experience'; and, most dangerous of all, that all achievements are 
equal.
If ... we permit our students to believe that their judgments, based not on knowledge but on 
feeling, count above all other judgments, that the world is ruled by emotion, that intellectual 
discipline is an outworn concept, we will not only have betrayed the university ideal but we
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shall have created, or at least encouraged, an anarchy of mind and spirit and ill-prepared our 
young for the shock of contact with the oftentimes arbitrary and harsh discipline of the world. 
We will also, by failing to stand up for the values to which we pay lip service, have forfeited 
whatever claim to public respect we might have had.
Thus, the aspect of the university that is crucial is that related to the thinking function, to the 
development of that critical faculty which will, wherever it is exercised, enhance the quality of 
life, the intelligence and the humanity of government and industry, and the capacity of man to 
govern himself wisely and humanely.
The university is, therefore, a special place and for special people — not better people — but 
special people who are able to accept its ideals, endure its discipline, and conform to its high 
standards. It is not a safe haven for mediocrity and time-serving or for those who seek to escape 
the harsh light of judgement behind a screen of mumbo-jumbo jargon.
Die Universiteit van Suid-Afrika is universiteit in eie reg. Die aanvanklike 
vermoede dat hy hoogstens 'n tweederangse korrespondensie-universiteit sou 
word, is nie bewaarheid nie. Hy neem vandag as volwaardige lid sy plek in die ry 
van universiteite en in die Komitee van Universiteitshoofde in. Sy standaarde is bo 
verdenking, sy werkverrigting lok navolging uit, sy invloed kring wêreldwyd uit, 
en nie net op onderwysgebied nie.
Maar hy is ook 'n universiteit in 'n ander gedaante, 'n andersoortige 
universiteit, 'n tuisuniversiteit, 'n gemeenskapsuniversiteit, 'n nasionale 
universiteit, 'n ekumeniese universiteit, universitas in die volste sin, die universiteit 
sonder mure en sonder grense, die universiteit van die afstand en die ruimte. Maar 
waar hy vermoedelik die enigste in die Westerse wêreld was, het hy een van baie 
geword en moet hy ook in hulle geselskap sy plek volstaan. Hier moet hy nie 
terugsak, die eerste nie laaste word nie.
The pioneering university has become but one of a growing number of institu­
tions of higher education engaged world-wide exclusively or partly in distance 
teaching. It has found a frame of reference and a means of comparing notes and 
measuring performance. During a visit last year I was able to do so in person.
A recent report on the development of higher education in Western Europe has 
described the emergence of so-called "open learning" systems as one of the most 
noteworthy developments of the past decade. "As their name implies, they are 
perhaps the ultimate expression of the desire to give access to higher education to 
all who, regardless of previous educational attainment and practical difficulties 
inhibiting study, may avail themselves of it." The report points out that while the 
traditional forms of higher education have been subjected to retraction and to 
various kinds of financial duress, the progress of open learning systems has 
continued nonetheless. This may be attributed to the belief that they are most 
cost-effective, but another factor is the possibility that the demand for other than 
the traditional modes of teaching and study is far from being saturated.
"Indeed, it can be argued most cogently that, almost by definition, open 
learning systems are more adaptable to changes in the economic and occupational 
structure and permit an easier transition from education to working life itself. 
They are, in addition, excellent vehicles for educational recycling, or updating of 
skills, a priority implied in the concept of recurrent education on which many of 
them are based ..."
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Most of this is borne out by our own experience, though, in order to participate 
on a level of complete reciprocity with other universities, we have never consid­
ered open access to degree study.
According to the report the acid test of the significance and the contribution of 
distance teaching systems is their effectiveness, and there are three ways of 
examining effectiveness. How cost effective are they? How do they compare with 
their traditional counterparts in the production of certified students; what are 
their drop-out and graduation rates? How are the various target-groups benefit- 
ting, particularly the educationally disadvantaged and those precluded, for what­
ever reason, from attending a university full-time?
We can confirm most of the findings. In all institutions for distance teaching 
overseas the age and class distribution is largely the same as with us. The drop-out 
rate is higher compared to full-time students, but the success rate is more or less 
the same, if not better. Independent study places a premium on maturity; there is 
a greater propensity to leave among the eighteen year olds. Among the groups 
most likely to drop out are the unqualified. To survive in the system the less well 
qualified need intensive initial support. There is a close relation between the 
effectiveness of the open learning systems and prior performance elsewhere in the 
education system. Corrective remedial or preparatory courses seem to offer a 
solution to the problem of the unqualified.
I do get the impression that in spite of a later start institutions overseas have 
been at greater pains to enunciate a philosophy of distance education and also to 
devise centrally and to apply systematically and consistently a method of teaching 
or instruction. "It is significant," I quote from the report again, "that particularly 
in the field of distance teaching, in view of differences between cognitive styles, 
prior learning and the rate of knowledge acquisition, all of which vary from 
individual to individual, there has been an unremitting search after new pedagogic 
structures appropriate to distance learning."
In our case the search was for a long time intermittent and co-ordinated. We 
stretched academic freedom in the sense of the right to teach what and how one 
wishes, to the utmost and much of our teaching was of the hit-or-miss or, more 
disastrously, the hit-and-run variety.
Dit is maar die afgelope jare dat die besef deurgedring het dat die 
doeltreffendheid van afstandsonderrig in 'n groter mate as wat gedink is van die 
gehalte van die onderrig afhang. Dié besef het onder meer gelei tot die daarstelling 
van die Buro vir Onderrigontwikkeling, wat reeds waardevolle diens gelewer het, 
nie net deur eie navorsing en voorligting nie, maar ook deur 'n forum vir 
bespreking en besinning daar te stel, om dosente bewus te maak van die 
beperkinge maar ook die moontlikhede van afstandsonderrig, om 
onderrigmodelle en hulpmiddele onder die aandag te bring.
Ek wil hoop dat ons nie sal agter raak nie, dat die eerste nie laaste sal word nie. 
Ek wil hoop dat ons aan die vooraand staan van die ontwerp en gebruik van 'n 
onderrigmetode wat by die omstandighede en behoeftes van ons studente 
aansluit.
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Eintlik behoort dit baie eenvoudig te wees, as ons vra, nie wat ons doen nie, 
maar waarom ons dit doen. Die waarom bepaal die wat en die hoe.
Ek het byvoorbeeld 'n baie interessante opmerking raakgeloop. Ons beweer 
dikwels dat ons studente selfstandig, op hulle eie studeer. Besef ons dat ons s'n die 
mees outoritêre vorm van onderrig is, waar alles presies en selfs haarfyn 
voorgeskryf word en die grade van vryheid in werklikheid uiters beperk is?
Lord Robbins in the Education Revisited wrote of the need for better organisation 
of supervision and teaching. “ The belief that academic standing derived from 
intellectual excellence confers immunity from the requirement of a minimum 
efficiency in communication which seems to prevail among too many university 
teachers, is certainly responsible for some removable perplexity and discontent 
among students." Perplexity and discontent are not confined to the full-time 
students Robbins had in mind, though it may be more vocal in their case.
Moet ek weer kennis neem van skynbaar belowende voornemende studente 
wat 'n dag of wat ná registrasie en die eerste kennismaking met die 
studiemateriaal, hulle inskrywings kom kanselleer?
Have we been misled or bemused by the attractions of gadgetry to neglect what 
must always remain our primary medium of communication, the written word? 
The Rector of the Fernuniversitát has written: "Future work on teaching reform 
requires that the functions of printed material for the specific needs of multi- 
media systems be identified and tested and that ... better use should be made of its 
teaching potential."
Indien 'n wetenskaplike artikel aan bepaalde kriteria moet voldoen, is daar nie 
ook kriteria, kommunikatiewe kriteria of didaktiese beginsels, waaraan 
onderrigmateriaal moet voldoen nie? Of verwar ons wetenskaplikheid met 
doseervaardigheid?
Weet ons dat studieleiding begeleiding deur leerstof is?
Dit wil soms voorkom asof akademici daarvan wegskram om as onderwysers of 
seifs leermeesters bekend te staan. Professor is 'n gesogte titel maar dikwels vanweë 
die wetenskaplike status of openbare aansien (weliswaar minder as voorheen) wat 
dit verleen. Professor of lektor is nie 'n titel nie, maar dui lidmaatskap van 'n 
professie aan. 'n Gesiene professie, inderdaad, maar een waarvoor daar skynbaar 
geen toetredingsvereistes behalwe akademiese kwalifikasies gestel word nie. Om 
as medikus of sielkundige of maatskaplike werker of arbeidsterapeut geregistreer 
te word, is dit nodig om bewys van beroepsopleiding en -beoefening te lewer. Vir 
die belangrikste van alle beroepe, die hoër onderwys, word geen sodanige 
vereistes gestel nie.
Must our students learn or must they be taught? Or must they be taught to 
learn? How do we teach students to learn? Merely by providing them with 
scholarly papers disguised as lecture notes?
As ek na baie van ons studiegidse kyk, bewonder ek die wetenskaplike gehalte 
daarvan, maar moet ek vra: Is dit hoe die probleem mondelings aan 'n groep 
studente oorgedra of verduidelik sal word? Ons wil nie mondelinge onderrig 
naboots nie, maar ons wil dieselfde bereik.
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Dit is maklik om 'n ontleding van ons studentebevolking te maak. Ons kan vir u 
sê hoeveel (en moontlik 'n minderheid) voile matrikulasievrystelling as 
universiteitstoelating het, en 'n kleiner minderheid in die eerste klas; ons kan vir u 
sê hoeveel voorwaardelike vrystelling of toelating het; ons kan vir u sê hoeveel uit 
'n gebrekkige skolastiese agtergrond kom, ontoereikend toegerus vir die eise van 
'n Westerse hoër onderwysbestel. Ons kan aantoon dat ons nie met 'n redelik 
homogene groep skoolverlaters te doen het nie. Ons kan dan vra in hoever ons 
onderrigbeplanning en onderrigstrategie vir ons verskeidenheid voorsiening 
maak.
Die tweede beste kweek die tweede beste.
Ek sou onbepaald in dié tram kon voortgaan (hopelik sal daar nog geleenthede 
wees) maar ek moet volstaan met 'n slotwoord oor ons studente en ons personeel.
Ek staan weer Saterdagoggend hier as voornemende studente instroom om in te 
skryf: ek stap in die registrasiesaal rond. Wat voel ek aan?
Die trots om volwaardig student te wees, van hulle wat voorheen die 
opvoedkundig geminagtes was, die opvoedkundig onterfdes.
Maar ek voel ook die verwagting en die behoefte aan, aan die leiding wat 
voltydse studente ontvang. By ons moet die leiding anders wees, maar begeleiding 
geld alle vlakke en soorte van onderrig.
Teen die einde van die jaar gaan ek studierekord en eksamenuitslag na. Waar lê 
die fout?
Tussen verwagting en mislukking lê 'n hele boel verwikkeldhede: onvermoë, 
oorambisie, onderrig wat ontmoedig en die aanvanklike motivering iaat verflou, 
siekte, werkdrukte, verplasing, huislike probleme en soveel meer.
Maar ons moet onderskei tussen wie kan en wie nie kan nie. Ons is dit aan die 
Universiteit en sy aansien, maar ook aan die student in sy eie belang, verskuldig.
Wie oor die intellektuele vermoë en die motivering beskik, kom alles te bowe. 
Vir wie die een of die ander ontbreek, is daar voorligting en verdere rypmaking vir 
universiteitstudie. Maar uiteindelik moet die uitskakelingsmaatreëls toegepas 
word, die hartseermaatreëls. Wat sy studente betref, kan die universiteit nie 
onvermoë onbepaald akkommodeer nie. Onvermoë is nie eens die tweede beste 
nie.
Oor die gehalte van sy personeel het die universiteit nie twyfel nie: daarvoor het 
die keuring gesorg. Oor die motief en motivering, oor vereenselwiging mag daar 
by tye twyfel ontstaan.
A cynic has remarked of the academic profession that “ there simply are no 
occupations which combine such high prestige, low demands for measurable 
accomplishment, looseness of supervision, remarkable job security, and flexibility 
of working conditions in such extremely pleasant surroundings".
This is a view which is commonly held by outsiders. It does not take the 
demands and responsibilities into account.
It has been well said that staff is the primary cost factor and also the major 
resource in universities. The quality, attitudes and effort of individual members of 
staff in large measure dictate not only the education enjoyed by students, but also
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the relationship of the university to society. To maintain and improve their quality 
and efficiency universities have to demand performance, be it in teaching and 
research or in supportive services, have to demand also the continuous develop­
ment of skills and proficiency so that each member of staff remains competent in 
his or her particular role.
But to performance and competence must be added commitment to the ethos 
and the task of the university.
Die eise wat die universiteit aan die student stel, is streng: die eise van 
wetenskaplikheid, van objektiwiteit en van beskeidenheid. Dit is eise wat die 
universiteit ook aan homself en sy lede stel.
As ek wetenskap beoefen, doen ek dit omdat die universiteit my in staat stel om 
wetenskap te beoefen. Wat is ek op my beurt aan die universiteit verskuldig? Om 
wetenskap só te beoefen dat die vryheid van die universiteit wat vryheid verleen, 
nooit in die gedrang kom nie. En die vryheid kom in die gedrang wanneer optrede 
en uitsprake —  wat steeds as uitsprake van die universiteit vertolk word — die 
universiteit aan etikettering blootstel.
The status of the university as a source of authority on many central questions 
must be maintained. This cannot happen if members of the university relinquish 
the tenets of scholarship to espouse a particular persuasion or ideology.
Die Rektor is spreekbuis van die universiteit. Maar juis daarom kan hy nie met 
die tweede beste tevrede wees nie. Niemand wil die beeld van 'n tweede beste 
uitdra nie. U sal ook nie met die tweede beste vereenselwig wil wees nie.
'n Spreekbuis is 'n buis. Wat die Rektor uitdra en waarmee u u vereenselwig, is 
u skepping, nie syne nie.
Of ons wil of nie, ons is almal verteenwoordigers en beelddraers van die 
Universiteit. Ons tree steeds onder die vaandel (en die beskerming) van die 
Universiteit op. Die beskerming wat hy bied, kan hy ook vir homself opeis. Vir sy 
naam en sy taak: om, nie seksioneel of ideologies gebonde, die kennis toeganklik 
te maak en die wetenskap getrou te bly.
Ek bedank u vir u verdraagsaamheid: ek sal seker nog dikwels daarop beroep 
doen.
Ek wens u een en almal 'n bevredigende en vrugbare, laat ons dit maar 
akademiese jaar noem, toe.
4 ON TEACHING
Pretoria College of Education, 14.9.1981
Pro fe sso r  PAYNE, members of Council, members of staff, and, last but not least, students. For it is to you as students that I would like to address myself this morning.
You are students of the Pretoria College of Education. What does it mean to be a 
student of the College? It has at least two important implications.
The first, and probably the most important, is that you are preparing to become 
teachers, that you are preparing for a career in teaching, in the teaching profes­
sion. To be a teacher is a career, but it is more than a career. And a teaching career 
is more than a profession.
A career is a way of making a livelihood, and in that sense teaching is a career, 
but so are all trades and occupations, for a living can be made in many ways.
A profession, too, is a career, but of the more advanced and organized kind. It 
denotes a group of people engaged in the same occupation, but one for which 
certain qualifications, and prescribed by the professional association, are required, 
and having the same conditions of service.
In that sense teaching is a profession, and we have heard much lately of teachers
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insisting on professional status, with all the privileges and benefits, usually in 
material terms, that professional status implies.
But teaching is more than that. It is also a vocation. One can choose a wrong 
profession, but I do not believe one can choose a wrong vocation, for there is 
something more than choice involved.
Vocation is a call, and teaching is a calling as well as a career.For was it not the 
Master Himself who said:
Whoever receives one such child in my name receives me. But if a man is a cause of stumbling 
to one of these little ones who have faith in me, it would be better for him to have a millstone 
hung round his neck and be drowned in the depths of the sea. Alas for the world that such 
causes of stumbling arise! Come they must, but woe betide the man through whom they 
come! ... Never despise one of these little ones; I tell you, they have their guardian angels in 
heaven, who look continually on the face of my heavenly Father.
You arc learning the didactics, the techniques or skills of teaching, and you are 
learning more about the subjects you will in due course be teaching. I hope you 
are learning and preparing yourselves for much more than that. For a vocation 
and not merely a career. Or merely membership of a profession.
You will be bound by prescribed content and curriculum in the subjects you 
teach, but you will also be given absolute discretion over young and receptive 
minds. You will be teaching your young pupils not only ways of knowing, but also 
ways of thinking, ways of judging and discerning, and of recognising and appreci­
ating goodness and beauty. You will be teaching them not only facts, but also 
values and the difference between right and wrong, between truth and untruth, 
between seemly and unseemly behaviour.
It has been said that no weapon is more devastating than the forming of a child's 
mind. It is a frightening responsibility indeed.
A psychologist has said that there are three roles or careers which no sensible 
person will choose: those of parent, statesman and teacher. The demands are so 
great, as are the responsibilities, that no sensible person will take them upon 
himself. Parenthood, of course, few of us will be able to avoid, and statesmen are 
few and far between, but every year there are thousands who qualify for the 
teaching profession. And let it not be said that they are not sensible people; rather 
that they are not only willing but eager, and mentally and spiritually equipped and 
prepared, to take up the responsibility and the challenge.
For if it is frightening, it is also more rewarding than most if not all other 
occupations. For what can be more rewarding than to guide, or to accompany, a 
child on the way of mental and emotional growth and development? A human 
does not grow and develop like a tree, by itself. To grow up is a complex and often 
painful experience. Many of the pathological conditions in later life have their 
origin in wounds suffered in youth. We all bear the scars of our own past. You will 
be sensible of and sensitive to wounds that have been inflicted, and you will, with 
sympathy and compassion try to relieve their hurt, be careful not to add to it. Woe 
betide the man through whom the causes of stumbling arise.
You will be instructor and preceptor. You will unfold the world to those whose
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conception and experience of life and reality is limited but searching and recep­
tive. You will be the creator of visions and of ideals. You will be the mediator 
between past and present. At times you will be liberator, from oppressive or 
warped circumstances. You will have to be adviser and friend and companion. You 
will have to discharge many roles, to be many things. May you one day be all those 
things, with love and compassion and humility, aware of your responsibility but 
also of the honour of being entrusted with it.
You will see fear in the eyes of a child, and expectation, happiness and 
uncertainty. You will have to lead him from fear to confidence, from incompre­
hension to understanding. You will share his little life and the turmoil of his small 
mind, the unknowing which becomes sudden discovery, the rich promise. You 
will have to guard against discriminating between the bold and the timid, the 
quick and the tardy, the attractive and the less becoming, between the talented 
and the less gifted, for each is important and God given, and you will want to lead 
each of them to the full awakening of potential and aptitudes.
You will see the light of promise in the eyes of a child, and the dulness of despair. 
But above all you will see in the eyes of a child your own happiness and your own 
failure.
There has been no more encouraging testimonial to the teaching profession 
than the testimony of the famous Helen Keller. "The most important day in all my 
life," she said, "is the one on which my teacher, Anne Mansfield Sullivan, came to 
me." You will probably not have a Helen Keller in your care, and you may not be 
an Anne Mansfield Sullivan, but you will be teaching a John Smith or a Mary 
Jones to hear and to see. May they too remember the day you came into their 
lives.
I have been speaking of the future but what of the present? There is another 
meaning to your being here today, to your being students of the, of a College of 
Education.
One of the most necessary and salutary developments in education in recent 
years has been the awareness of the essential oneness of post-secondary or higher 
education, transcending and bridging the diversity of institutions and modes of 
instruction. This has materialized in particular in the closer association of universi­
ties and colleges in the training of teachers. Previously there was, regrettably, a 
degree of isolation between the two institutions, though both were engaged in a 
common endeavour. Isolation, we have now learnt, is not necessary for the 
maintenance of identity, and is in fact inimical to the furtherance of scholarship, of 
what should be a common aim and a shared responsibility.
If the recognition of the place of colleges of education in higher education has 
enhanced their status, it has also imposed on them and, I think, particularly on 
their students, the responsibility of subscribing and conforming to the standards 
and norms traditionally associated with participation in higher learning.
It has been said that one's years at college or university are the freest and most 
unfettered of one's life. That you are probably experiencing. It does, of course, not 
imply that it is a period of leisure, a kind of extended holiday. That too, I hope, you
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can confirm. But I think that you have also discovered that, having been a pupil 
for so many years, you suddenly became a student. You not only discarded your 
school apparel or blazer (which you had probably outgrown in any case) for the 
last time, but with it also the degree of regimentation, the external discipline, the 
uniformity, even at times the anonymity of which it was the outward symbol or 
sign. To some this may have brought a feeling of loneliness and of insecurity, but 
to all greater opportunities, not for self-indulgence but for self-identification, self- 
reliance, self-determination. But also greater responsibility with regard to study 
and progress. Discipline has become self-discipline, constraint, self-constraint. 
Compulsory education has become voluntary further education.
But further education which is higher education. You have entered an entirely 
new and different field of education, with its own precepts, its own norms and 
values.
There is perhaps today a greater responsibility than ever before on those 
engaged in higher education. We must be prepared for plenty of hard work: we 
must dig up facts and ideas, and we must acquire new skills and expertise. The 
emphasis must be on understanding, rather than learning by heart; on asking the 
right questions rather than finding the simple answers; on thinking for ourselves 
rather than relying on others; on seeing things as they really are, rather than as we 
would like them to be.
To think and to explore within a framework of freedom is the very essence and 
purpose of higher education.
I hope you are doing just that. That you are making full use of the freedom 
which higher education affords. That you are experiencing the excitement and the 
thrill of discovering old knowledge and new truth. That you are actively engaged 
in the search for knowledge, yet knowing that there is a wisdom which passes 
understanding.
By entering the college, by engaging in higher education, you have become 
members of a community of scholars, committed if not addicted to the pursuit of 
scholarship.
What does it mean to belong to the community of scholars and of scholarship? I 
hope it means that you are acquiring, and will be carrying with you what I may 
call the academic or scholarly attitude or quality or habit of mind.
It is difficult to define in a few words that attitude or quality of mind which 
becomes a habit of mind. But it includes, I think, openmindedness, the rejection of 
dogmatism and intolerance, criticism which is compassionate, the acceptance and 
understanding of viewpoints other than one's own, the questioning of one's own 
preconceptions before one discredits those of others.
What our country needs more than anything else today is the academic quality 
or habit of mind, the searching and perceptive mind, the enquiring and liberating 
mind, the questioning and compassionate mind. Only by its exercise can you and I 
contribute to the better and happier world we are all hoping and working for.
What the poet John Masefield wrote about a university should apply to every 
place of higher education:
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There are, he said, few earthly things more splendid.
In these days of broken frontiers and collapsing values,
when the dams are down and the floods are making
misery, when every future looks somewhat grim
and every ancient foothold
has become something of a quagmire
wherever (it) stands, it stands and shines;
wherever it exists, the free minds of men,
urged on to full and fair inquiry,
may still bring wisdom into human affairs.
May I wish you all a successful completion to a year of exertion and study.
